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PREFACE -

CREATING NEW AMERICAN SCHOOLS

In July 1991 at the behest of President George Bush, American
corporate and foundation leaders launched the New American Schools
Development Corporation (NASDC) to promote urgently needed change in our
nation’s public-education system. NASDC supports nine Design Teams who
have developed and are implementing comprehensive designs for high-
performance schools. President Bill Clinton strongly endorses NASDC and
the Design Teams’ work.

NASDC believes that schools and students should not be treated as

assembly-~line products. The nine designs represent unique philosophies

responsive to the needs, values, interests, and capabilities of the
schools and communities they serve. However, unifying NASDC’s diverse
designs is a firm set of essential principals; these, in NASDC’s view,

are the building blocks of whole-school reform:

. High academic standards

. Strong and fair accountability and assessment measures

° Curricular and instructional strategies that include thematic,
prvject-based, and interactive learning

. Continuous professional development for teachers and staff

. Service to, and strong support from, parents and the community

. School autonomy and decentralized governance structures for
more efficient operations

. Integrated use of technology to enhance the performance of

students, teachers and schools

NASDC Design Teams soon will be working in selected jurisdictions
to help states and districts create transformed schools. As schools in

these jurisdictions begin their work, NASDC reasserts its commitment to

' and varied, but proven education practices. Further, these designs are
o 0
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accountability and to strong and fair assessment--for students and
schools.

This guide was developed by RAND for NASDC and those propelling
NASDC and other design-based transformations. It rests on the reform
expertise of school-level participants; the discussion is aimed at
reformers who want to know more about assessing their progress.
Charting Progress is designed to help school-based reformers examine
their work, create longitudinal records of progress, and drive
continuing program improvement. The school portfolios that result will
provide a wealth of information for teachers interested in improving
their practice, for school administrators and parents striving for
better schools, and for business and community leaders committed to
supporting strong school programs. This workbook is a tool for

assessing and portraying school transformation.

‘4
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SOMMARY
Those who seek to reform schools -- teachers and school-building
staff, administrators, and funders -- inevitably face the difficult

dilemma of demonstrating to skeptical parents, community members, and
boards that the reform is proceeding well and that student performance
is improving. Pressures to evaluate a reform effort are nearly
immediate, despite the fact that most agree school transformation is
time-conswning. Mandated assessments that are components of state or
district accountability systems often provide what is taken to be an
evaluation, but such assessments frequently are poorly aligned to the
intent of the reform and premature in their timing. More than one
reform effort has been derailed by either such premature, mis-aligned
assessment or by a failure of reformers to take seriously the need to
portray the progress that reform efforts are making.

The New American Schools Development Corporation (NASDC) has faced
this difficulty. For the past three years, it has supported nine teams
who are developing designs for high performance schools. On the whole,
these designs involve curriculum, pedagogy. school organization, and
management practices that differ from what is commonly found in the
nation's schools. Each has been in a state of development, so that
during the past several years it has been difficult to identify stable
elements of schooling that could be assessed. Yet, quite reasonably,
potential adopters of these designs are anxious to know whether they

"work."

RAND, which is responsible for assessment for NASDC, has wrestled
with this dilemma. It has sought a means of assessing the progress that
a school site is making, a vehicle that would provide a meaningful

statement to the wide variety of parties to the reform. Tt also has
sought to create an assessment procedure that would support the school
itself in reform. Our proposed solution takes the form of a framework
for a portfolio that would be prepared and maintained by the school.

This report provides the initial specifications (in the form of a

i )
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workbook) for such a portfolic and illustrates these specifications with
examples from the NASDC design efforts.

The first level objective of the workbook is to help whole-school
reformers marry the work of reform with the analysis of change. Again,
it presents a framework for assessing and portraying school
transformation. The framework is directed at helping school-level
reformers examfne their work, create longitudinal records of progress,
and drive continuing program improvement. The school reform portfolios
thus created additionally provide a form of accountability to the
community, administrative elites, and funders. Over time RAND hopes the
portfolios can be analyzed collectively to provide a.rich assessment of
the overall NASDC-supported effort.

We term the student and program evaluation framework outlined,
here, progress assessment. The assessment assumes the school has at
least some sense of the goals that it seeks and the means by which these
goals will be achieved. In the case of NASDC's designs, these goals and
means are either a part of the design specification or generated in the
early processes that the design teams suggest. For other reform
efforts, they would be the products of the early planning a school goes
through as it decides on a reform path. Given these, progress
assessment poses questions that school-based reformers undoubtedly ask
themselves as they go about their work and seek to improve their

programs. These questions include:

. Are program elements being implemented and are they observable
in the school?

. Are participants (students, teachers, parents, administrators)
making progress in relation to the program’s goals?

. Which activities and strategies are aiding participants’
progress toward reform goals?

. Which activities and strategies are impeding progress toward
program goals?

. Are students and adult participants benefiting from program

activities and strategies?

DRAFT
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. What do progress levels {(and aids and impediments) suggest

about upcoming work and continuing program improvement?

This workbook consists of two components. The first provides
suggestions, examples, and worksheets for use in assessing progress;
the second offers a template for developing school reform portfolios.
The framework for assessing progress supports rgformers in engaging

stakeholders in all stages of the progress assessment.

Progress Assessment

The workbook walks reformers through three steps: it talks about
specifying program gcals, designating progress indicators and
benchmarks, and planning data collections and summaries. The first step
asks reformers to lay cut statements of their reform goals and
objectives. 1t instructs them to specify objectives in major program
areas, including for example, standards and assessment, curriculum and
instruction, school organization, teacher professional development,
technology use, school governance, family and community services, public
engagement, and school/system/designer partnering. Reformers also are
asked to state their broad aims for improving student performance and
strengthening school programs; these statements cut across program
areas and speak to objectives such as, improving attendance levels,
recducing drop-out rates, and broadening parent involvement.

At step two for each objective, reformers are asked to specify
indicators of school change and program impact. The workbook describes
three categories of indicators: implementation observables,

participants’ judgments, and outcome indicators.

) Implementation observables are observable manifestations of
design components; they are things observers can see in the
school building that suggest the program is initiated and on
its way.

. Students’, teachers’, administrators’, parents’, and designers’
judgments also are important inputs for progress monitoring;

student and adult participants can offer perspectives on, for

Y
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instance, design clarity; the quality of program guidance,
resources and activities; and the presence of early (then
ongoing) program benefits to students and others.

o Outcome indicators speak to the direct impact of reformers’
work; they talk about the impact of program efforts on
students, teachers, and others and rely on measures, for

example, of student performance, effective teaching practice,

and family support.

Step two additionally asks reformers to specify benchmarks for important
indicators at key points in the program’s life.

Finally, step three calls on school-based reformers to define the
means by which data will be gathered. It asks them to consider a mix of
qualitative and quantitative approaches to information-gathering,
including observables inventories, surveys, interviews, focus groups,
student performance assessments, portfolios and projects, teacher logs,
and/or progress rubrics. Descriptions and sample instruments appear in
the workbook. Methods for examining and summarizing the data that

result also are discussed.

School Reform Portfolios
The second part of this workbook provides a template for developing
a school reform portfolio which is fundamentally a documentation of the

progress assessment just outlined. The portfolio template has five

sections; it includes:

. A statement of the school’s vision and objectives for reform,

. A description of the student population, school and community,

. Descriptions of initial implementation levels, early outcomes,
and--over time--later indicators of progress and program
effects,

. A summary of reform progress and challenges, with
recommendations for future reform work, and

. Appendices, providing data displays to support the body of the

portfolio.

1
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As conceived here, the third section of the reform porgﬁolio--the
description of implementation levels and outcomes--provides three levels
of information. The top level gives a short, directed portrayal of the
most important information about implementation and outcomes. The
second level gives a more extended, descriptive and qualified discussion
of the data and their context. The third level includes case study
inf. rmation, narrative data, or sample materials to illustrate and make
richer the information provided in the top level. 1In comparison to
traditional evaluation reports, this format permits a more
comprehensive, faithful portrayal of whole-school reform. A sample

portfolio appears in Appendix A of the workbook.

Conclusion

The school reform portfolio is intended to serve several audiences
and address varied objectives. At the local level, it will provide a
vehicle for deliberation about school reform. The school portfolio will
describe the work of participants at key points in time and set the
agenda for ongoing school improvement. It is intended to support a
process of continuous school improvement. The reform portfolio also
will provide important accountability information to program
stakeholders; it will document the extent to which expected progress
and outcomes are atteined. The school reform portfolio will record for
participants and stakeholders alike things examined, refined, and
learned.

This workbook advances the notion that school reform portfolios
will contribute to the evolving knowledge base about school-wide reform.
For schools attempting to emulate reform programs, portfolios may
provide guidance and, perhaps, suggest realistic expectations for the
pace of school change. For funders of reform, portfolios may provide
guidance for program development. For policy makers seeking to advance
school transformation, reform portfolios may be useful in policy
formulation. For researchers, collections of portfolios may provide
valuable insight into the aids and barriers to school improvement

inherent our current education system.

Xl
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1. INTRODUCTION

CHARTING THE PROGRESS OF NEW AMERICAN SCHOOLS

This workbook is a guide developed for the New American Schools
Development Corporation (NASDC) and for school-based reformers. It is
designed to help whole~school reformers marry the work of reform with
the analysis of change. This workbook presents a framework for
assessing and portraying school transformation. The framework is
directed at helping school-level reformers examine their work, create
longitudinal records of progress, and drive continuing program
improvement.

This guide offers suggestions, worksheets, and models for examining
and documenting student and school progress. It presents a student and
program evaluation framework called progress assessment. Additionally,
it promotes school reform portfolios—--as vehicles for monitoring and
managing school transformation, for accountability to stakeholders, and

as a means of reporting to those sponsoring and committed to school

reform.

THE CONTEXT FOR PROGRESS ASSESSMENT

Some of the data that progress assessment and reform portfolios
draw on are coincident with those being collected in NASDC
jurisdictions. These states and districts, like many others, gather data
about student needs, school resources, student performance, and school
performance; the data are collected to several ends. They, most simply,
are used in administrative control of schools and systems. They also are
used by jurisdictions to monitor student and school performance. They
allow systems and the public to hold schools accountable for decisions
made about teaching and learning and actions taken on behalf of
students. These accountability judgments scmetimes are supported by data
on the performance of comparable or politically relevant groups.
Sometimes they are linked to judgments about students’ expected mastery
of knowledge and skills. The best statements about school
effectiveness, however, reference schools’ goals, relate observed

o
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student and school performance to progress benchmarks, and feed data
into local improvement plans. It is these comprehensive systems for
indexing school improvement and accountability that progress assessment
most closely mirrors.

Progress assessment poses questions that school-based reformers ask
themselves as they go about their work and seek to improve their

programs. These questions include:

e Are program elements being implemented and are they observable
in the school?

. Are participants (students, teachers, parents, administrators)
making progress in relation to the program’s goals?

. Which activities and strategies are aiding participants’
progress toward reform goals?

U Which activities and strategies are impeding progress toward
program goals?

. Are students and adult participants benefiting from program
activities and strategies?

o What do progress levels (and aids and impediments) suggest

about upcoming work and continuing program improvement?

These questions direct reformers’ assessments of school progress. Their

answers are the subjects of school reform portfolios.

THE NEED FOR PROGRESS ASSESSMENT

The progress assessment framework derives from the work of NASDC’s
partners and from RAND’s observations of school change. It rests on the

following assertions:

. At the heart of program improvement are efforts to track
implementation progress and examine outcomes. It is not
unusual for school-based reformers to defer evaluation and
focus their energies on development, initiation, and
implementation. In the absence of early and deliberate

attention to program assessment, however, baseline data and the

Ly
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mechanisms for capturing relevant information over time are
unlikely to be available. In their absence reformers will be
handicapped in attempts to examine and speak crisply to
progress. More importantly, they will be impaired in

addressing challenges and recommending program improvements.

It is important that participants and stakeholders hold common
expectations for the work and progress.of school reform.
Reformers should offer participants and stakeholders an
opportunity to debate where the program is going, how it is
getting there, and how long it will take. By making explicit
their hopes for the program, reformers help establish shared

expectations for school progress and program outcomes.

The performance of transforming schools is most meaningfully
assessed in relation to reform intents and design features.
Evaluation plans should faithfully address reformers’ goals;
they should track the implementation of design components, the
program’s early outcomes, and--as the reform matures--more
numerous and telling indicators of school progress and program

effects.

The most telling descriptions of school progress are provided
by broad, comprehensive systems of indicators. Reformers should
specify multiple and varied indicators of student progress and
program effectiveness. Evaluation should elicit balanced
information about students and the school--using metrics and
criteria important to participants and stakeholders. By making
explicit the range of intended outcomes, reformers help thwart
stakeholder attempts to hold up high student test scores as the
only hallmarks of educational success. Reformers prepare the
canvas for a more complete painting of schoecl progress:; the
broad involvement of stakeholders offers assurance of a

faithful rendering.

DRAFT
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L It is essential that participants and stakeholders discuss the
rate at which progress is expected. By specifying benchmarks
for progress, reformers preview the milestones for change.
Reformers can discuss the slow, often stop-and-go pace of
school-wide change; they can alert participants and observers
to the possible early dis-equilibrium ¢f reform. These
discussions promote shared expectations for the rate at which

student success and program maturity likely will be observed.

e Progress assessment and school reform portfolios provide
important and necessary accountability information. In addition
to their role in program improvement, progress assessment data
are important to numerous stakeholder audiences, including
state and district staff, boards of education, parents,
community members, funders and fellow reformers. They serve to
document reformers’ efforts; they record the extent to which
expected progress and outcomes are attained. Progress data may
help state and district sponsors as well as funders like NASDC,
Annenberg and other reform-minded foundations and corporations
{1) formulate pelicy to help transforming schools advance more
quickly and effectively, and (2) present to the public the
collective efforts, accomplishments, and lessons of reforming

schools.

This framework asks reformers to chart their course to whole-school
transformation. It asks stakeholders to engage in deliberation about
the journey and destination. The New American Schools Reform Portfolio
records for participants and stakeholders alike things c.amined,
refined, and learned. Portfolios describe the work of participants at
key points in time and drive continuing program improvement. They
portray initial implementation levels, early outcomes and--over time--
later indicators of progress and program effects. They help establish
the agenda for ongoing school improvement and promote fuller and
continuing understanding of reform progress for present and future

transforming schools.

1o

DRAFT




The progress assessment framework and format of this guide are

described next.
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2. CHARTING SCHOOL PROGRESS

PROGRESS ASSESSMENT

The progress assessment framework was inspired by the NASDC

experience. It speaks to the varied, but synergistic elements of whole-

school reforms. This workbook is designed for those propelling NASDC

and other design-based transformations. It relies on the reform

expertise of school-level participants; the discussion is aimed at

reformers who want to know more about assessing their progress.

The progress assessment framework calls on school-based reformers

" to lay out and execute plans for assessing progress and develop reform

portfolios to portray school transformation. In assessing progress, it

asks reformers to:

for the program’s goals, progression, and intended outcomes,

. Agree upon indicators and benchmarks for design implementation
and program outcomes,

. Gather information about students and their school prior to
program implementation--as a baseline for assessing progress,

. Identify strategies for collecting on an ongoing basis varied
and rich data about progress in relation to reform intents,

. Specify data sources, data collection timelines, and mechanisms
for managing early and ongoing data, and

. Marshall and summarize quantitative and qualitative data about

school transformation.

In developing and using reform portfolios, the framework calls on

school~based reformexs to:

. Create accounts of the most important and telling data about

implementation and outcomes,

' . Create shared expectations among participants and stakeholders

jE l{fC‘ -
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. Develop rich records of progress by illustrating student and
program data with case study accounts, narrative data, and
sample materials,

. Create longitudinal records of student and program progress,

. Identify program strengths and challenges, as well as, aides
and barriers to reform,

. Realign program goals and upcoming work where the data
recommend it and, thereby, drive continuing program
improvement,

. Provide important and necessary accountability information for
participants and program stakeholders, and

. Promore fuller and continuing understanding of reform progress

for present and future transforming schools.

WORKBOOK FORMAT

This workbook has two parts. The first gives suggestions, examples,
and worksheets for laying out goals, specifying progress indicators, and
planning data collections and summaries. The second part provides a
template for developing a New American Schools Reform Portfolio.
Overviews of both components are given next; these are followed in

Chapters 3 through 6 by detailed discussions of their elements.

Assessing Progress

The first part of the workbook provides tools designed to help
users examine school progress. The suggestions and worksheets prompt
reformers to address all design elements and marshall multiple and
varied data. They are meant to encourage reformers to collect a rich
mix of qualitative and quantitative information. Because lags in
implementation and outcomes are a central fact of school-wide reform,
the framework also pushes users to set realistic benchmarks for change.
These tools are designed to support the observations and recommendations
offered by school reform portfolios.

This workbook walks reformers through three steps for charting
progress. The first step asks reformers and school stakeholders to lay
out statements of their reform goals and objectives. At step two for
each objective, reformers are asked to specify indicators of school

P
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change and effect. Additionally, the levels at which change is
anticipated at important time intervals should be noted. Finally, step
three calls on school-based reformers to describe the means by which
data will be gathered; it discusses data collection, analysis and data

reduction. Chapters 3 through 5 describe the three sets of activities.

Portraying Progress-~Creating a School Reform Portfolio

The school reform portfolio provides a longitudinal record of
progress in relation to reformers’ benchmarks for progress; it describes
the work of participants as reform progresses. On a continuing basis, it
offers suggestions for realignment of upcoming goals and recommendations
for future reform work. The portfolio template has five sections.

So that the portfolio will stand on its own, the first section
describes the design and school’s vision for reform. The second section
discuses school and community characteristics; the third portrays
implementation levels, early and later outcomes for major program
elements. As conceived here, the third section follows an information
pyramid format. The top level of the pyramid gives a short, directed
portrayal of the most interesting information about implementation and
outcomes. The second level gives a more extended, descriptive and
qualified discussion of the data and their context. The bottom level
includes case study information, narrative data, or sample materials to
illustrate and make richer the information provided in the top level.

The data and observations provided by the information pyramids will
drive participants’ recommendations for future work. These, along with
the summaries of reform progress and challenges, appear in the fourth
section of the portfolio. The final section includes data displays to
support information given in the body of the document.

The five parts of the reform portfolios are discussed in Chapter 6
of this workbook. A sample portfolio, showing all five sections, appears
in Appendix A. Readers may find it helpful to take an early look at the

sample portfolio. The progress assessment framework and portfolio

template are depicted at Figure 1.

b
[
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FIGURE 1

PROGRESS ASSESSMENT

ASSESSING PROGRESS PORTRAYINGPROGRESS:

CREATING A SCHOOL REFORM PORTFOLIO

Specify Design Goals
& Reform Objectives

Describe School’s Vision
& Reform Objectives

Depict Students, School
& Community

o]
Lay Ou.t Progress o l——_> Describe ImplementatiQn Levels & Outcomes
Indicators : Cightight
& Benchmarks Important
Findings
Describe Data, their Context,
& Additional Observations
Illustrate Using Narrative Data, Case
Study Accounts, & Sample Materials
Gather & Analyze Data

Summarize Progress & Challenges,
Outline Recommendations for Future Work <d
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3. ASSESSING PROGRESS--SPECIFYING REFORM GOALS AND OBJECTIVES

Progress assessment should begin with a mapping of the primary and
secondary goals of the program. School~based reformers should specify
goals in major program areas. The goal listing probably should include
statements for nine design elements. These program elements describe
the school as an organization and schooling as a process. They are
largely evident in NASDC and other design-based reforms. The basis for
discussion of the nine program elements and their definitions appear in

Appendix B. The elements are:

. Standards and Assessment

. Curriculum and Instruction

. School Organization

. Teacher Professional Development
. Technology Use

. School Governance

. Family and Community Services

. Public Engagement

. School/System/Designer Partnering

Reformers also should state their comprehensive aims for schooling
and school improvement. These goals cut across program areas and speak
to school effectiveness generally. We will return to these shortly.

The design elements are illustrated by examples in this and the
following chapters. Examples come from the NASDC designs and schools;

the schools that are discussed are fictitious and based on composites of

NASDC sites.

SAMPLE REFORM OBJECTIVES
Goal statements should reflect major program efforts. For example,
Expeditionary Learning/Outward Bound designers describe the aims of

teacher professional development in this way:

FaY!
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In designing a professional development sequence,
Expeditionary Learning recognizes that educators must be seen
both and learners and professionals. As learners, they
develop first-hand understanding of the design by
participating in experiences which engage them in the kinds of
hands~on learning they will create for their students. 2As
professionals, they are responsible for the design of
curriculum and assessment, and are supported by guiding
facilitation, access to resources and information and active,
collegial exchange of ideas across the Expeditionary Learning
network.

To achieve these goals, reformers at the fictional George
Washington New American School contend that certain program objectives
are essential; they hold the following objectives for teacher

professional development at their school:

. Ample time will be set aside for professional development and
collaboration during the school year and in the summer.

. Teachers new to Expeditiorary Learning will attend short-term
orientation experiences (community explorations, serxvice
retreats, or wilderness leadership expeditions) to immerse them
in the design, allow them to reflect on its principles, and
forge a strong sense of community and team.

. Teachers will attend summer planning institutes to enable
collaborative planning of learning expeditions.

. Teachers will participate in professional development “summits”
to strengthen knowledge of their craft and introduce new
practices and subject matter.

. School visits will be supported so that teachers and
administrators can exchange ideas and strategies with like-

minded reformers from different parts of the country.

These statements set the stage for assessing progress in relation
to the teacher professional development goals at the George Washington
New American School.

Analogously, Co-NECT designers describe their vision for technology

use in this way:
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The Co-NECT design provides a vision of a technological
infrastructure featuring unimpeded access to video, computer
and software tools for all members of the learning community,
and a flexible communication network linking all computers in
the school with each other, and with computers around the
world.

At the fabled John Adams New American School, reformers set the

following objectives:

. Students and teachers will help create a video culture by
developing and delivering video and broadcast productions of
their work and school events.

. Students and teachers will help create a computer culture by
learning about and making frequent use of computer technology,
as well as, word processing, spreadsheet, data base, and
communication tools, including HyperStudio and Mosaic.

. Unimpeded access to computer technology will be promoted by the
establishment and maintenance of low computer/student ratios.

. An Internet connection and local area network will be
established and their capabilities utilized for communication,
data access, and collaboration.

° Technology coordinators will support wide availability and

widespread use of video equipment, computers and software

tools.

These, like the teacher professional development objectives above,
make concrete the school’s vision for reform; they focus the progress
assessment activities that follow. Reformers at these two schools would

draft corresponding statements for the remaining program goals.

COMPREHENSIVE STUDENT PERFORMANCE AND SCHOOL IMPROVEMENT GOALS
School reformers typically assess progress against a number of

comprehensive student performance and school improvement objectives.

Again, these cut across program areas (standards and assessment,

curriculum and instruction, school organization, etc.) and speak to
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school effectiveness generally. These are broad objectives for
improving student performance and strengthening school programs. For
example, most reformers strive to improve student attendance levels;
reduce dropout rates; effect successful transitions to work, the
military, and post-secondary education; and increase teacher attendance.
Comprehensive objectives for students and the school should be specified
in the same way that Statements are laid out for individual program
areas. Relevant data should be tracked at the outset and as the program
matures. Lists of comprehensive student and program indicators appear
in the next chapter.

Specification of goals and objectives is step one in the important
process of establishing shared expectations for the program. This
process should draw on the talents and views of school staff, parents,
and other program stakeholders. Appendix C includes a worksheet that
might be useful in specifying objectives. The objectives given above for
the George Washington and John Adams New American Schools are examples
of the types of statements that direct progress assessment. Steps for
identifying relevant progress indicators, benchmarks, and data
collection/analysis methods are described in Chapters 4 and 5. Figure 2

shows the three steps for assessing progress.

&)
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4. ASSESSING PROGRESS--SPECIFYING PROGRESS INDICATORS AND BENCHMARKS

SPECIFYING PROGRESS INDICATORS
Before considering progress indicators, it might be helpful to
revisit the overarching questions posed by progress assessment. Again,

these are:

. Are the design elements being implemented and are they
observable in the school?

J Are participants (students, teachers, parents, administrators)
making progress in relation to the program’s goals?

. Which activities and strategies are aiding participants’
progress toward reform goals?

. Which activities and strategies are impeding progress toward
program goals?

. Are students and adult participants benefiting from program
activities and strategies?

. What do progress levels (and aids and impediments) suggest

about upcoming work and continuing program improvement?

In specifying indicators, school-based reformers should think about
the kinds of data that signify progress for students and the school.
Both indicators of implementation as well as distant, harder-won
measures of progress and program outcomes should be specified.

As earlier stated, our ideas about progress assessment are inspired
by the NASDC experience. If you have read about or worked on program
evaluations, you will notice that the following discussion omits some
analytic distinctions that typically are made. Traditional distinctions
between formative and summative evaluation, indicators of program
implementation and program impact, and direct and indirect indicators of
school success are de-emphasized. The rigid demands of experimental
design and quantification are relaxed and the range of telling

information sources is expanded. We posit that the progress assessment
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framework does not suffer from these slights and it will portray more
faithfully the work of school-wide reform.

We will talk about three categories of indicators that seem to us
well-suited to assessing the initiation, implementation and effects of
whole-school designs. We call them implementation observables,
participants’ judgments, and outcome indicators. We believe they have
utility for assessing progress and fostering program improvement for

design-based reforms,

Implementation Observables

The first category of indicators includes data about things we call
implementation observables. These literally are the observable
manifestations of design components; they are things observers can see
in the school building (mostly) that suggest the program is initiated
and on its way. For example, for many NASDC designs, first-level

evidence of implementation would be offered for differing design

elements by the existence of:

. Site-based management committees
. Curriculum quality review teams
. Standards workshops

. Assessment inservices

. Technology planning teams

. Family services committees

. Cormmunity meetings

The existence of these groups and activities, in some cases, shows
that participants are engaged in the hard work of reform. 1In others
they are necessary, but not sufficient, precursors to the availability
of pivotal program resources--like curriculum units, standards
statements, or technology programs. Their “observability” does not
support statements about the value of design efforts. As progress
assessment proceeds, data should be gathered to support judgments of
quality and effectiveness. Nonetheless, it is important to determine

early on whether design components are, in fact, being implemented.

e
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Implementation evidence is needed to gauge progress, frame program
adjustments, and understand outcomes--or their absence.

To continue with this point, reform implementation likewise would
be suggested by indications the school has in place important relevant

components of the design, such as:

Teacher team planning periods

Revised student schedules

Multi-age classrooms

Classroom learning centers or project areas

Student compact (individual education planning) systems
Student portfolio programs

Student exhibition centers

Computer and technology centers

Parent and community volunteer programs

Similarly, for designs relying on co-development of resources by
school reformers and designers, evidence of implementation would be

afforded by the availability of pertinent local products, such as:

Standards statements
Curriculum units and lesson plans

Interdisciplinary or project-based instructional materials

Design-related technology and supports

In many cases, statements about implementation observables can and
should go beyond assertions of presence or absence; the data can show
the levels at which indicators are present. For example, helpful
information about the depth of implementation would be obtained by
counting reformers’ accomplishments: the numbers of completed curriculum
units, or faculty completing professional development, or numbers of
parents accessing family services, or community members volunteering, or

businesses and nonprofits participating in the school program.
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Returning to the Expeditionary Learning teacher professional
development example for a moment, the following data about

implementation observables would be informative:

. Amount of time devoted to professional development during the
year (with indicators of spacing over the year)

. Amount of time set aside for teacher collaboration during the
vear (with indicators of spacing over the year)

. Number of days devoted to professional development during the
summer

. Number of teachers participating (and electing not to) in
community explorations, service retreats, and wilderness
expeditions, summer institutes, “summits”, and school visits

. Number of learning expeditions developed at the institutes

As reform proceeds at the George Washington New American School, it
would be important to learn whether these are associated with positive
change for teachers and ultimately for the program. Questions about the
program’s results are questions about program outcomes--which are
discussed later in this chapter. Because it mirrors the reform’s
necessary beginnings, the value of first-level information on
implementation observables should not be underestimated.

Lists of implementation observables for the nine design elements
are given in the Table 1. These may help stimulate users’ thinking

about meaningful indicators of program initiation and implementation.
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Table 1
Implementation Observables

Standards and Assassmaent

*» Standards statements
I * Schedule of training and materials given to teachers to
help them understand new standards
» List of names of members of local standards committees and
example minutes of meetings
I *» Copies of materials given to students, parents, and/or
community members explaining new standards
» Available documentation on the links between standards and
I curriculum, and standards and assessments
* Schedule of training and materials given to teachers to do
portfolio assessments and other new assessments
I + Samples of portfolios assessments
» Samples of alternative assessment tasks not part of
portfolios
» Statements of examples of scoring criteria for portfolios
! and non-portfolio assessments
* Documentation of changes in student achlevement
* Documentation on the links between curriculum and
I assessments

Curriculum and Instruction

» Examples of lesson plans, units of study, etc.

* Number of lesson plans or units of study developed versus
number remaining to be completed to cover full curriculum-
by grade level

* Sequence across grades of new curriculum (schedule for a
student)

* Other changes to courses, course content, and course
sequencing

*» Documentation of connections to community in curriculum
areas

* Description of quality control mechanisms in place for
newly developed curriculum. For example, teacher peer
review, review by design team, etc. And, evidence of
subsequent changes or dropped units (for example, five
units dropped after peer review)

* Schedule of training and materials for teachers for new
curriculum

* Schedule for completion of all required curriculum units

*» Schedule for adoption of instructional strategies

* Schedule and materials provided teachers for new
instructional strategies

* List of places teachers use for community as classroom

* List of when the community has come into the classroom -
speakers, performers
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* Example of schedule that allows for students’ individual
choices .

School Organization

* Teachers’ school day schedule demonstrating time for
teaming, curriculum writing, paperwork, etc.

* Documentation of new/changed staffing patterns including
master teachers, apprentices, aides, wvolunteers,
facilitators

* List of new grade combinations, teacher team combinations,
etc., and when they went into effect

* Relative number of classes covered by these new
combinations versus classes that have not converted

* Description of student placement procedures

Teacher Professional Development

* Schedule of teacher professional development meetings
* Workshop materials

* Workshop attendees roster

* School visit agendas

* Documentation of ongoing teacher collaboration

Technology Use

* List and location of newly purchased, design related
equipment (classroom, labs, principal’s office)

* Schedule for purchasing more design related equipment

* Schedule and materials for training

* List of software programs/packages used

* Examples of curriculum units incorporating technology

School Governance

* List of names of members of various committees required by
design

* Schedule and materials for training in new governance roles

* Schedule of committee meetings and examples of minutes from
meetings

* Significant products of the committees, such as new
schedules for courses, standards for exemplary student
products, new standards, plans for technology, school
improvement plans

* Newly developed rules, regulations, master contracts, site-
based management plans, waivers, and district-school
agreements about school level control over budget, hiring,
firing, evaluation, or mission

* List of incentives to encourage new behaviors

* Master contract changes to accommodate these roles

* Grievances filed concerning new roles

* Hiring/layoffs due to design implementation

* Description of new roles for administrators

Fanily and Community S rvices
* Name of social services coordinator for school

o DRAFT 3
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« Schedule for different activities
*+ Indicators of utilization of or participation in these
services

Public Engagement

¢« Schedule of public meetings .

+ Materials explaining reform program for parent and
community audiences

« Materials explaining reform for education stakeholder
audiences

e Samples of newspaper articles and newsletters for lay
consumption

e Community volunteer roster

e Business/nonprofit participation agreements

School/System/Design Partnering

* Statements of partnership objectives

¢ Schedules for and minutes from partner meetings
* Products jointly developed by partners

Participants’ Judgments

Participants can provide invaluable information about
implementation progress and perceived program benefits., Students’,
teachers’, administrators’, parents’ and designers’ judgments are
important inputs for progress monitoring. While traditional program
evaluation paradigms rate the information value of perception data lower
than more direct data on implementation and outcomes, in school-based
reform we posit their utility is high. The buy-in and sustained support
of participants in school-based reform are likely (at least minimally)
related to the quality of participants’ efforts. 1In light of the
sometimes struggling efforts of whole-school reformers, we believe that
it is important to solicit and collect good data on participants’
perceptions. Minimally, they suggest needed program refinements; they
additionally provide second-level estimates of program effects,

Student and adult participants can offer useful perspectives on:

. Design clarity
. Implementation feasibility

. Resource availability (to support and sustain implementation)

3
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. Levels of implementation and observability

. Quality of program guidance, resources and activities

. Satisfaction with student progress

. Presence of early (then ongoing) program benefits to students

and other participants

For various of the design elements, for example, participants might

be asked to speak to:

. The quality, comprehensiveness, and appeal of the curriculum

. Their satisfaction with associated instructional strategies

. Perceived levels of student engagement in the program

. The degree to which students seem to be learning better in
response to program

. The degree to which teachers seem to be teaching better in

response to program

The value of information offered by performance assessments

. Their satisfaction with the changed roles of teachers

. The quality of products issued by management or topical
committees (e.g. on standards, curriculum, technology, etc.)

. The perceived usefulness of technology to students, teachers,
and program managers

. Their satisfaction with design-specified student groupings
{multi-age, multi-~year, reduced pull-out, individualized

instruction, etc.)

These data would provide important direction for program efforts.
For several of these areas (e.g. student engagement and achievement
levels), more direct assessment also is possible and should be pursued.

Again, using the George Washington New American School teacher

professional development example to illustrate, teachers might be asked

for their perspectives on:

. The quality of professional development materials and

experiences
-
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. Their level of understanding of the design and its principals

. Their facility with strategies presented by the workshops

. The usefulness of new practices and subject matter presented at
workshops

. The benefits of teamwork and ongoing teacher collaboration

. Suggestions for neglected professional development topics and

areas for future improvement

Administrators’ judgments on these matters also would be
informative. Data on participants’ perceptions could be collected in
numerous ways (surveys, progress rubrics, interviews, focus groups,
logs); data collection and analysis methods are discussed in the next

chapter.

Outcome Indicators

Like economic indicators, reform indicators speak to the health or
quality or effectiveness of the system. They have meaning when they are
compared to something; reform outcomes can be compared to themselves
over time and/or to agreed-upon standards for success. They correspond
more closely to conventional notions of accountability than the types of
evidence described to this point. Reformers might look for the impact
of their work, for example, in increased student engagement, parental
involvement, and teacher retention (in the program). They might realize
growing community support or business participation. They might look
for increased numbers of . students meeting high standards on state
performance assessments and for fewer students in the lowest score
categories. Reformers might look for declines in disciplinary referrals
and special education placements.

Examples of outcome indicators for different program elements,

include those addressing the:

. Levels of student engagement in the program
. Degree to which students are learning better in the program (as
measured by performance assessments, portfolios, projects or

demonstrations)

. «
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. Degree to which teachers are teaching better in response to
program (as measured by ‘good practices’ indicators like the
use of cooperative learning or writing-across-the-curriculum
strategies)

. Durability of changed rules, regulations, and contracts

. Effectiveness of instructional, social, and health services for
families

. Involvement of program constituents in public engagement

efforts

. Results of ongoing attempts to keep and build support

Unquestionably, some program outcomes are more easily and directly
measured than others. As an example, direct measures of student
engagement can be made by trained observers recording student time on-
task and off-task over a number of occasions. This type of data
collection is time- and labor~intensive. Alternatively, an indirect
measure of engagement might be afforded by student attendance levels,
homework completion rates, or rates of participation in school clubs.
These indicators would serve as proxies for more direct indicators of
student engagement. Though they are not ideal indicators of engagement,
they provide reasonable information given the time, cost and expertise
needed to index them.

Turning for a moment to student performance measures, it is
important to recognize that they must be aligned with design goals if
they are to speak clearly'to reform progress. Student achievement data
should come from assessments that focus on the student competencies
addressed by the reform. In the context of today's reforms, students’
accomplishments likely are best described by performance assessments
(also called auvthentic assessments and constructed response tests),
portfolios, learning records, and exhibitions.

Several states have developmental or operational performance
assessment programs in place. Many of the NASDC designs also have
student performance assessment systems associated with them. These are
designed to represent the complex, important skills the designs seek to

promote. A good deal of research on performance-based assessment lies
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ahead for the measurement community, but educators and reformers are
enthusiastic about the prospects presented by these assessments. The
display and interpretation of performance assessment data are discussed
in the next chapter.

It is important to say that--as part of the progress assessment--
data also should be compiled on norm~ or criterion-referenced tests.
Standardized test data offer helpful contextual (supporting) information
about student populations. It is not expected.that these data will
provide information about intended student or program outcomes. Many
argue that standardized tests examine only a narrow slice of the
curriculum, emphasize basic skills at the expense of higher-order
reasoning, and ignore other important aspects of academic performance.
Traditional assessments, indeed, may provide a discouraging view of
reform progress; standardized test data may not improve as reform
proceeds. They may even decline.

On this point, the introduction to this manual asserts that
reformers should try to check stakeholders’ attempts to hold up
standardized test data as hallmarks of program success or failure.
Administration of assessment instruments better aligned with program
efforts should help in this regard, as should the reporting of multiple
and varied progress indicators. That said, however, standardized test
summaries are apt to be requested by certain stakeholder audiences
because they are both familiar and easily understood. Ignoring them as
contextual information in progress assessment probably would be more

troublesome than helpful.

Comprehensive Student and Program Outcomes

As earlier suggested, some important and telling indicators of
reform success will be reflected in broad school outcomes--like
promotion and graduation rates; successful transitions to work, the
military or post~secondary education; and teacher retention levels--for
students and others. A number of cormmonly cited comprehensive outcome
indicators are listed in Table 2.

As earlier noted, reformers should catalogue comprehensive measures

of student and program performance right from the outset. Early and

9
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ongoing data collections will allow participants and observers to track
change over time. In fact, where feasible, the status of key indicators
prior to design implementation should be recorded:; pre-implementation

data will serve as an invaluable baseline for assessing progress. Data

such as the following are likely to be of interest:

Table 2 '
Comprehensive Student and Program Outcomes

Student Performance Indicators

¢ Attendance rates

* Homework completion rates

e Special education referrals and placements

e Promotion rates

* Graduation rates

* Rates of disciplinary referral, suspension and expulsion

* Drop-out rates

* Tardiness levels

* Numbers of students with one or more failing grades

* Numbers of students performing at or above grade level in
language arts and/or math

¢ High school course loads

¢ Numbers of students taking the SAT or ACT Assessment

¢« Numbers of scholarships/honors awarded to seniors and other
students

* Rates of participation in school activities/organizations

* Technical school enrollment or entry into military service

¢ College placement rates, major selection and non~remedial
college course enrollment

+ Technical school and college advanced course completion
rates

* Technical school and ccllege program completion rates

* Entry-level job placement and job performance levels

Program Outcome Indicators

* Instructional staff absence rates

* Retention of teachers in the school/program

e Numbers of applicants for open teaching positions

* Average teaching experience and degree status of newly-
hired teachers

°* Parent/teacher conference participation rates

* PTA and other parent meeting participation rates

-
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e Parent volunteer rates

+ Campus substance abuse, violence, and crimipal activity
rates

+ Numbers and outcomes of fundraising efforts by parents and
community members

A worksheet for recording comprehensive proéram data appears at Appendix
D.

SPECIFYING PROGRESS BENCHMARKS

For each indicator of interest, benchmarks {(hoped-for
accomplishments or milestones) should be specified for key points in the
program’s life; that is, reformers should record what they will strive
for and reasonably can expect by way of implementation progress. For
example, benchmarks for the numbers of expected curriculum units
developed, teachers asserting they fully understand the design, and
students scoring at proficient levels on performance assessments should
be laid out.

Program stakeholders with different interests and prior beliefs
should be called upon to help map benchmarks; alternately, they can be
asked to review benchmarks before final adoption. The conversations
that are key to forecasting accomplishments help promote shared
expectations for progress. Making aims concrete for different program
areas and time-frames gives stakeholders a chance to weigh in on the
workplan for school transformation. It provides participants with an
opportunity to share their views and hear the perspectives of others.
Specification of benchmarks over time provides foreknowledge of the pace
at which reform is expected to progress.

The benchmarks would serve as progress standards for the school.
Participants might indicate what they hope to see at the end of each of
the first and second years; they also might note sought-after progress
and outcomes by the end of year four. Having just discussed
comprehensive student outcomes, an example appears at Table 3 for a

school seeking.to increase students’ academic motivation levels.
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Table 3
Prograss Indicators/Benchmarks

Comprehensive
Student Performance Spring Spring Spring
and School 1996 1997 1999
Improvement Goals Indicators Benchmarks | Benchmarks | Benchmarks
Objective 25:
Increase students’ | Attendance
academic motivation| rates 85% 87% 90%
Disciplinary
referral rates 10% 8% 5%
% of students
with 21
failing grade 1R% 17% 14%
Drop-out rates 8% 7% 5%

An indicator worksheet appears

in Appendix F.

For each program

objective, it asks reformers to specify progress indictors and progress

benchmarks.

Examples of indicators were given in this chapter for the

George Washington New American School; implementation observables,

participants’ judgments, and outcome indicators (including ccmprehensive

student and program outcome indicators) should be specified. As

illustrated by Table 3, indicators and benchmarks should be recorded for

important time intervals.
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5. ASSESSING PROGRESS--DATA COLLECTION AND ANALYSIS

DEVELOPING DATA COLLECTION PLANS

The last step in initiating a progress assessment is deciding upon
data collection methods, data sources, timelines and data analysis
approaches. The assessment probably will rely on a mix of information-
gathering methods, including both qualitative and quantitative

approaches.

Data Collection Methods
The following data collection approaches may yield meaningful and

useful data:

. Observables inventories

. Classroom observation checklists

. Surveys

. Interviews

. Focus groups

. Document - reviews

. Audio or video record reviews

. Student assessments (authentic and/or traditional)
. Student portfolios or learning records
. Student projects or demonstrations

. Teacher logs or portfolios

. Progress rubrics

These chould be devised to gather information on the progress
indicators you have specified. A data collection planning worksheet
appears at Appendix F. Though description of the strengths and
limitations of these data collection approaches is beyond the Sscope of
this workbook, the methods are described briefly to help readers locate
additional relevant information. Good discussions appear elsewhere;

several are referenced at the end of this document.

DRAFT ‘i




Q

ERIC

Aruitoxt provided by Eic:

- 32 -

Observables inventories and classroom observation checklists can be
used to guide and record observations of classrooms and schools. The
former are helpful in inventorying documentation, products, and other
resources that are concrete manifestations of program elements. The
latter are constructed to yield data about what is happening in the
school and program (rather than what people believe and say is
occurring). Typically conducted by trained observers, observations can
provide information about the types of actions or behaviors the reform
promotes. Observational data can be invaluable in making sense of other
program data and in devising recommendations for program improvement.
These methods are labor- and resource-intensive because they require
substantial amounts of training and observation time; an additional
disadvantage is that participants’ behaviors may change when and because
they are observed.

Surveys, interviews and focus groups are useful for obtaining
information about the attitudes and opinions of participants and program
stakeholders; they also can be developed to collect descriptive
information about the respondents’ characteristics. Surveys can cover a
broad range of topics, be administered to a substantial number of
individuals, and are relatively inexpensive. Interviews are better
suited to more complex questions and open-ended responses; they can
provide richer, more interesting data. Their disadvantage is that they
take longer and are more difficult to analyze. As an information-
gathering technique, focus groups bring together individuals to discuss
topics salient to the progress assessment. The moderator must be
skilled at leading discussion groups; this is an inexpensive and quick
information gathering tool. All three methods may yield data colored by
participants’ need to provide socially desirable responses.

Reviews of existing documents, audio, and video records sometimes
can provide good information about the comprehensiveness, depth, and
quality of program resources and activities. Existing records may
provide good illustrations of data gathered using other means. They
also can point up underdeveloped areas.

Progress rubrice can be designed for use in summarizing reform
accomplishments in given program areas. Rating forms can speak to
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progress seen by way of observation, survey data collection, document
review and other methods The scales can include categories anchored by
descriptions of plausible progreas levels. For reformers developing
curricula, for example, a rubric might be devised to index progress in
curriculum development and documentation. The strong rating category
might say the curriculum is largely developed and documented. TLe good
case might say that development is well on its way and much is
documented, and the limited case might say that curriculum is evolving
and much remains to be documented.

Student performance indicators--including traditional student
assessments, performance assessments, student portfolios, learning
records, projects and demonstrations--are key data collection
instruments in progress assessment. These were briefly discussed in
Chapter 4. Suggestions for analyzing performance assessment data are
given below. Teacher portfolios and logs are analogs to student work
collections and journals (or logs). They provide a means of examining
teacher products over time, including instructional units, student
assessments, committee documents, and other program contributions.

Example instruments from various NASDC designs are included in the
appendix to this workbook. Future printings of this manual will include
additional and updated data collection forms from NASDC teams and
schools. An example observables checklist, classroom observation guide,
interview schedule, and progress rubric appear in Appendices G through
K. Sample teacher, administrator, and student surveys also are
included. NASDC hopes to soon develop reform progress surveys for
teachers, administrators and parents; these will speak generally to the
goals and activities of school reform. Student assessments of different
types already may be in use in your building, district or state. Many
NASDC designs have performance assessments associated with them. Some

additionally offer frameworks for teacher logs or portfolios.

Data Sources and Timelines
Sources of data about implementation levels and outcomes include
students, teachers, administrators, parents, community members, and

designers. Program records--including committee minutes, program logs
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or products, workshop materials, and student and personnel files--are
important information resources, as are existing external information
sources, such as schcol and system-level records and databases. In
addition to data collection methods and sources, the planning worksheet
at Appendix F asks for the time-frames within which data will be

obtained.

Data Analysis Methods

As was the case for data collection approaches, careful
descriptions of analytic techniques are beyond the scope of this guide.
Good treatments of methods likely to be useful in progress assessment
are listed in the bibliography. Only a cursory discussion appears here;
its intent is to give the reader enough information to find appropriate
references.

Very many of the data generated by progress assessment can be
presented meaningfully as counts or percents. Data for implementation
observables, for example, often are usefully provided as counts. Multi-
categorical data can be summarized using frequency distributions and
measures of central tendency. Score data from student performance
assessments generally are multi-categorical. Performance assessment
scores typically correspond to four or five proficiency levels. Score
distributions showing the number and percent of students at each level
gives readers information about typical student performance and the
proportions scoring in the highest and lowest categories. Provision of
a median (the point dividing the distribution in half) and mode (the
most frequently occurring data category) additionally summarizes
frequency data. Shifts in score distributions over time--showing fewer
students at the lowest score categories and increases in average
performance~-are telling indicators of student progress.

In producing frequency displays for data with many categories, the
analyst generally examines detailed distributions and summarizes it
using tables or graphs. If the analyst wants to describe the data using
a single figure, an arithmetic mean (average), median or mode can be
used; the range (lowest and Highest points) and an indication of

variability also is helpful.
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In some cases, researchers would want to subset the data and
describe them separately for varied types of respondents (e.g. teachers,
parents, and administrators; or new teachers and veteran teachers).
Cross tabulations of the data provide the needed information.
Approaches to testing the statistical significance of group differences
rely on t-tests, chi-square and variance analyses. The strength of the
relationship between two variables can be described using correlation
coefficients.

No matter which analytic tools are employed, the final step is to
author texts and develop tables and graphs to describe salient findings
in terms that will resonate with stakeholders. The reform portfolio--
next described--is intended to summarize the data gathered by progress
assessment. By way of the portfolio, reformers will describe progress

and challenges and make recommendations for upcoming work.
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6. PORTRAYING PROGRESS--CREATING A SCHROOL REFORM PORTFOLIO

This workbook provides a template for developing a New American
Schools Reform Portfolio. The reform portfolio is meant to provide a
longitudinal record of school progress in relation to reform intents and
design features. As described in earlier chapters, the assessment
framework is designed to elicit varied and rich data about initial
implementation levels, early outcomes, and--over time--later indicators
of progress and program effects. The reform portfolio records things
assessed, refined and learned. It highlights successful program
elements and point out remaining challenges. The portfolio offers
suggestions for upcoming work and fosters program improvement.

The reform portfolio additionally provides important and necessary
accountability information for numerous stakeholder audiences, including
state and local officials, parents, community members, funders, and
fellow reformers. The reform portfolio helps establish the agenda for
ongoing school improvement and promotes fuller and continuing

understanding of reform progress for present and future transforming

schools.

NEW AMERICAN SCHOOL REFORM PORTFOLIO TEMPLATE

The reform portfolio template has five sections; it includes:

* A statement of the school's vision and objectives for reform,

* A description of the student population, school and community,

* Descriptions of initial implementation levels, early outcomes,
and--over time--later indicators of progress and program
effects,

* A summary of reform progress and challenges, with
recommendations for future reform work, and

* Appendices, providing data displays to support the body of the
portfolio.
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The parts are depicted in Figufe 3 and described below. A sample
portfolio appears at Appendix A.

The Design and Program Vision

The portfolio begins with a short portrayal of the design and the
school’s vision for reform. The direction of major program efforts is
described, as are the student and program outcomes sought. This
introductory section sets the stage for the data summaries to follow.
An example summary for George Washington New American School
(Expeditionary Learning/Outward Bound) appears in the appendix.

Most authors will elect to precede this introductory section with
an Executive Summary, providing an encapsulated version of the program

description, discussion of progress and challenges, and recommendations

for future work.

Description of the School and Community

Section two provides a description of the school and its community.
Discussion of district and school characteristics, family and student
characteristics, school staffing and budget levels provides useful
contextual information. Supporting data might appear in the appendix to
the portfolio. A sample description for Thomas Jefferson New American
School (a fictitious Audrey Cohen school), as well as, a summary of
context data for the James Madison New American School--a Community
Learning Centers school--given in the appendix. A worksheet for

recc>ding context information about students and the school appears at

Appendix L.

Description of Implementation Levels and Outcomes

This section of the portfolio reports the most telling and
important information about implementation levels and outcomes.
Narrative and graphic progress summaries would appear for each major
program area {curriculum and instruction, standards and assessment,
school organization, teacher professional development, etc.).
Additionally, available comprehensive student and program data are
reported, including attendance, promotion, graduation, drop-out, college

placement, parent and community involvement rates, and so on.
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For each major program area (and for the comprehensive program
data), the information is organized as an information pyramid. Examples
of information pyramids with three levels are provided in Appendix A for
several of the design elements; they begin on page A. 13. The top level
of the information pyramid is meant to give a short, directed portrayal
of the most interesting information about implementation and outcomes.
Results might be presented in bulleted format to make easier the
reader's review of findings and progress. Note for the appendix examples
that program goals are fecounted in side-boxes to highlight the
relevance of reported data.

The second level gives a more extended, descriptive and qualified
discussion of the data and their context. Easy-to-read tables and
graphs might appear in the second level. The third level includes case
study reports, narrative data, or sample materials to illustrate and
maker richer the information provided in the top level.

The materials in the appendix draw on qualitative and quantitative
data collected by Expeditionary Learning/Outward Bound, Roots and Wings,
Co-NECT, and Audrey Cohen school reformers during the 1993/94 school
year. Most are based on information composites from a number of schools;

they serve only to illustrate the information pyramid format.

Summary of Progress, Challenges and Recommendations

The fourth part of the reform portfolic provides a summary of key
program accomplishments and a discussion of remaining challenges. Where
needed and in light of reformers' observations, suggestions are made for
realignment of plans and program goals. An example progress summary for
George Washington New American School appears in the appendix. Again,
the final section of the portfolio is its appendix section which would
include data summaries supporting information provided in the body of
the portfolio.

At each installment of the portfolio and as reform is informed by
experience, more numerous and telling information about progress and
program outcomes will be offered. The school reform portfolio is likely
to promote fuller and continuing understanding of reform progress for

present and future New American Schools.
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ASSESSING AND PORTRAYING REFORM

This workbook was designed to help school-based reformers marry the
work of reform with the analysis of change. It provides tools that
NASDC and other design-based reformers can use in assessing and
portraying school transformation. This manual lays out and describes an
assessment framework called progress assessment. The framework directs
reformers to involve participants and stakeholders in specifying program
goals, change indicators, and data collection/summary plans. It calls
for establishment of early and ongoing systems for progress monitoring.
The workbook provides a template, described in this last chapter, for a
New American Schools Reform Portfolio. As earlier suggested, the New
American Schools Reform Portfolio likely will serve numerous audiences
and address varied objectives. The portfolio provides a vehicle for
deliberation about school reform; it provides an ongoing record of
reform activity, recommendations for program improvement, and an agenda
for future work. The portfolio also will provide important
accountability information to program stakeholders. Fellow reformers
and the education community will look to the portfolic for contributions
to the evolving knowledge base about school-wide reform. We assert that

progress assessment and the resulting portfolio will further the success

of reforming schools.
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INTRODUCTION TO THE DESIGN AND MAJOR REFORM GOALS

George Washington New American School

George Washington New American School chose to become a center of
Expeditionary Learning in 1993. Expeditionary Learning is a
comprehensive school design based upon ten design principles which grow
in large part out of the experience and philosophy of Outward Bcund.
Outward Bound, founded by Kurt Hahn in 1941 and brought to this country
by Joshua Miner and Charles Froelicher in 1962, has at its core the
belief in the value of transformative experiences of physical challenge
and service, especially when supported by the creativity and teamwork of
small working groups. Such experiences offer a powerful antidote to the
apathy and alienation which plagues many schools, particularly when they
are designed to help students meet high standards for academic
performance.

Using Expeditionary Learning design principles we hope to transform
every aspect of our school. The design calls for the complete
reorganization of time, space, and relationships in order to allow
teaching and learning to take the form of intellectual and physical
expeditions. The change required is complex, involving profound changes
in school culture, and the ten design principles provide vision and
direction. They require building greater continuity of relationships
between students and teachers, drawing on the power of small groups,
creating curriculum that is more focused and in-depth, and building
stronger links between our school and community. A description of the
Expeditionary Learning design principles and program components follows,

Expeditionary Learning Design Principles

Learning 'is an expedition into the unknown. Expeditions draw togethex
personal experience and intellectual growth to promote self-discovery
and construct knowledge. We believe that adults should guide students
along this journey with care, compassion, and respect for their diverse
learning styles, backgrounds, and needs. Addressing individual
differences profoundly increases the potential for learning and
creativity of each student.

Given fundamental levels of health, safety and love, all people can and
want to learn. We believe Expeditionary Learning harnesses the natural
passion to learn and is a powerful method for developing the curiosity,
skills, knowledge and courage needed to imagine a better world and work
toward realizing it.

1. The Primacy of Self-Discovery. Learning happens best with emotion,
challenge and the requisite support. People discover their abilities,
values, “grand passions,” and responsibilities in situations that offer
adventure and the unexpected. They must have tasks that require
perseverance, fitness, craftsmanship, imagination, self-discipline and
significant achievement. A primary job of the educator is to help
students overcome their fear and discover they have more in them than
they think.
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2. The Having of Wonderful Ideas. Teach so as to build on children’s
curiosity about the world by creating learning situations that provide
matter to think about, time to experiment, and time to make sense of

what is observed. Foster a community where students’ and adults’ ideas
are respected.

3. The Responsibility for Learning. Learning is both a personal,

individually specific process of discovery and a social activity. Each
of us learns within and for ourselves and as a part of a group. Every
aspect of a school must encourage children, young people, and adults to

become increasingly responsible for directing their own personal and
collective learning.

4. Intimacy and Caring. Learning is fostered best in small groups
where there is trust, sustained caring and mutual respect among all
members of the learning community. Keep schools and learning groups
small. Be sure there is a caring adult looking after the progress of
each child. Arrange for the older students to mentor the younger ones.

5. Success and Failure. All students must be assured a fair measure of
success in learning in order to nurture the confidence and capacity to
take risks and rise to increasingly difficult challenges. But it is
also important to experience failure, to overcome negative inclinations

to prevail against adversity and to learn to turn disabilities into
opportunit.ies.

6. Collaboration and Competition. Teach so as to join individual and
group development so that the value of friendship, trust, and group
endeavor is made manifest. Encourage students to compete, not against

each other, but with their own personal best and with rigorous standards
of excellence.

7. Diversity and Inclusivity. Diversity and inclusivity in all groups
dramatically increases richness of ideas, creative power problem-solving
ability, and acceptance of others. Encourage students to investigate,
value and draw upon their own different histories, talents and resources
together with those of other communities and cultures. Keep the schools
and learning groups heterogeneous.

8. The Natural World. A direct and respectful relationship with the
natural world refreshes the human spirit and reveals the important
lessons of recurring cycles and cause and effect. Students learn to
become stewards of the earth and of the generations to come.

9. Solitude and Reflection. Solitude, reflection, and silence
replenish our energies and open our minds. Be sure students have time
alone to explore their own thoughts, make their own connections and

create their own ideas. The give them opportunity to exchange their
reflections with each other and with adults.

10. Service and Compassion. We are crew, not passengers, and are
strengthened by acts of consequential service to others. One of a

school’s primary functions is to prepare its students with the attitudes
and skills to learn from and be of service to others.

oy
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Program Components

1. Schedule, Structure, Teacher-Student Relationships. Expeditionary
Learning requires a complete reconsideration of the relationships among
staff and students, as well as the schools’ arrangements of time and
space. Schools must eliminate the fifty minute period and replace it
with a schedule organized to accommodate learning expeditions that may
engage students full-time for periods of days, weeks, or months.
Tracking is eliminated. Teachers teach the same group of students for
at least two years, and preferably longer.

2. Curriculum. Expeditionary Learning engages the learner in
situations that provide not only context but consequence. Learning
expeditions which often encompass several disciplines replace subject-
separated classes. The curriculum makes intellectual learning and
character development of equal importance and encourages self-discovery.

3. Standards and Assessment. Expeditionary lLearning uses real-world
performance as the primary way to assess student progress and
achievement. Assessment reflects world-class student performance
standards, as well as world-class standards for curriculum, instruction,
and opportunities to learn. Portfolios are a primary wvehicle for this
assessment.

4. Staff Development. Expeditionary Learning depends upon and invests

in the ongoing development and renewal of staff. Flexibility in hiring

or reassignment, and a substantial investment in year round staff growth
is required.

5. Linkages to Community and Health Service Organizations. To provide
necessary support to students and their families, working relations with
the appropriate service agencies will be developed.

Conclusion

George Washington New American School and Expeditionary Learning place
the development of intellect and character together at the pinnacle of
educational goals. Our program emphasizes the critical roles that
teachers play a curriculum designers, instructional guides, and
facilitators whose assessment practices enable both students and
teachers to learn and grow. Teachers and students alike continually
work on investigating, explaining and questioning; on being respectful
and responsible; on exercising good judgment; and on making thoughtful
choices and wise decisions. We hope in the coming three years to
transform our school into a true center of Expeditionary Learning.
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DRESCRIPTION OF THOMAS JEFFERSON NEW AMERICAN SCHOOL

Thomas Jefferson New American School serves the public elementary school
population for the Independence School district in Presidents County,
Pennsylvania. The school is located in one of the poorest communities
in the United States and serves approximately 873 students in
kindergarten through sixth grade. There are between four and five
teachers per grade. In the 1993-94 school year, the school population
consisted of 108 to 163 students per grade. Although it is rich in
cultural and social resources the school is limited in economic
reésources. Led by its dynamic superintendent, who has committed most of
his professional life to helping his community, Thomas Jefferson New
American School is an integral part of an economic development strategy
which attempts to establish many small businesses in Independence, which
will employ graduates of the elementary and secondary schools, thus
keeping students in the community and contributing to its growth.
Although Thomas Jefferscn New American School exists virtually
surrounded by cotton fields and catfish ponds, the school supported by
the Purpose-Centered System of Education, encourages children to use
regional resources for the completion of their Constructive Actions®.
Partnerships with institutions in the region have been established.
Traditionally, this has been the area of the state with the lowest
scores on student achievement outcomes (i.e. Stanford Early School
Achievement Tests) used by the State Department of Education for the
assignment of accreditation levels. For the school district, about 98%
of the 1,417 students are African-American and 98% of the students
receive free or reduced fee lunches.

Adapted from Audrey Cohen Year 1 Phase 2 Report, January 1985.
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STANDARDS AND ASSESSMENT

Implementation levels and Outcomes

* Substantially more James One of Roots & Wings’ partners,
Monroe New American School the MD State Department of
third graders scored at or Education, is a leader in defining
above satisfactory on the student performance standards and
1994 MSPAP language, devising assessments. The MD
mathematics, and science School Performance Assessment
sections than did third Program (MSPAP) measures complex
graders in 1993. problem solving, critical and

creative thinking skills using

* Significant gains also rigorous, realistic, often multi-

were seen in fifth grade disciplinary, tasks.

reading, language,
mathematics, science and
social studies performance.

* Writing performance for grade three in 1994 did not improve in
relation to 1993, For fifth graders performance declined.

STANDARDS AND ASSESSMENT

Raeseaxrch and Additional Observations

MSPAP provides proficiency scores in subject areas linked to
descriptions of what students know and can do in relation to the
Maryland learning outcomes. MSPAP proficiency level cut scores were
established by content area committees of classroom teachers,
principals, local school system content specialists, Maryland college
and university professors, and local school board members. An
articulation study of the Roots & Wings curriculum and MSPAP objectives
is now being completed.

The gains described above (and shown below) were seen despite only
partial implementation of most program elements at James Monroe New
American School in 1993/94. We expect much greater gains in 1994/95 as
we approach full implementation. The 1994 outcomes were not fully
consistent across measures. Writing scores were disappointing; we have
had trouble scheduling enough time for instruction in writing, and the
sobering results on this measure have helped us see the need to redouble
their efforts in this direction.

In addition to MSPAP student assessment, teachers collected samples of
student work from language arts, mathematics, and WorldLab over the
course of the year. These are used along with curriculum-specific
assessments to evaluate growth. This first look at our students’
performance via MSPAP, portfolios and classroom assessments gives us
confidence; we believe we are on the right track and are making a
difference with the children in our school.

Adapted from Roots & Wings Fifth Quarterly
Report, Phase 11, January 1995.
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CURRICULUM AND INSTRUCTION

Implementation levels and Outcomes

* Ethnographers spent 5 weeks at
George Washington New American
School and found that expeditions
were carried out in all classrooms
and occupied at least 2 hours a day.

* Expeditions involved teachers
teaming in their planning and to
some extent in their implementation.

* They required schedule alteration; in
most classrooms there were blocks of time
devoted to expeditions.

* Expeditions addressed all six domains
targeted as central to development of
students’ skills and knowledge:;

For Expeditionary Learning
faculty, the expedition is a
metaphor for learning and an
approach to pedagogy that informs
professional development and
practice. They are comprised of
projects that end in culminating
expeditions of learning. Through
expeditions, teachers become
curriculum developers, make
resources available and guide
their use, help students formulate
and answer questions, and assure
students have the skills needed to
tackle the challenging, multi-
disciplinary issues they address.

technology was used extensively and was well integrated.

* Teachers taught disciplines and skills to address expeditions’
guiding questions rather than teaching them for their own sake;
students were provided with multiple avenues to learning-and

exhibiting what they learned.

CURRICULUM AND INSTRUCTION

Rasaarch and Additional Observations

During 1993/94 ethnographers spent approximately 5 weeks in George
washington New American School. They devoted the first week to becoming
familiar with the school and remaining weeks obtaining in-depth
understanding of classrooms and the way in which expeditions were
implemented. Ethnographers also selected six students for case study and
shadowed them in classes, informally interviewed them and their
teachers, and collected materials from their portfolios. Additionally,
in fall 1993 and spring 1994 site visitors spent 2 days conducting
formal and informal interviews with teachers, administrators, students
and parents; observing classes and other activities; and learning from
participants about implementation progress and discussing challenges.

In addition to observations described above, ethnographers and site
visitors observed that there was an emphasis on group work and an

attempt to make classes and groups inclusive.

Learning occurxed both in

the classroom and outside it through bringing in experts and field
trips. The classroom walls were permeable and field trips became an
occasion for learning and carrying out projects. Character development
was emphasized in all expeditions and was cited by many teachers as an

important outcome of expeditions.

The expeditions differed greatly in the extent to which student

interests or questions fucled the expedition.

In some cases, a fairly

tight teacher-directed curriculum was pursued; for other expeditions
students had opportunities to debate the direction of the expedition
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itself, the nature of their projects and how their group would carry
them out.

Quiet individual reflection was scheduled during the day or week in some
classrocms. In others, reflection was encouraged through student
journals and discussions at the beginning and end of the day about the
expedition or group process.

Adapted from EL/OB First Year Implementation Report, September 1994.

CURRICULUM AND INSTRUCTION

The Lasscas of Laarning Expeditions
by Leah Rugen and Scott Hartl

I felt like a real scientist. When I looked into the
microscope and found the specimen, it was awesome. When you
are done with the expedition, you go home and tell your mom
and dad what you learned, and they practically don’t even
know what you are talking about. Six weeks ago I would never
have known about pond life.

-a 5th grader’s journal entry
Dubuque, Iowa .

Students in Expeditionary Learning schools spend most of their time
engaged in sustained, in-depth studies of a single theme or topic. The
experiences, which generally last four to nine weeks, include strong
intellectual service, and physical dimensions. 1Intellectually rigorous
projects and purposeful fieldwork- the heart of each expedition- provide
a vision and a strategy for assessment that are fully integrated with
curriculum and instruction.

A Spectrum of Possibilities

Within a range of elementary, middle, and secondary schools, in both
urban area and small cities, teachers are testing the boundaries of what
it means to launch learning expeditions. Some expeditions focus on two
academic disciplines, while others integrate multiple disciplines such
as math, science, humanities, 2nd arts. Some are four to six weeks in
length; others last three months. Expeditionary learning explicitly
joins intellectual and character development. The organizing center of
the expedition is an intriguing and open-ended theme or topic, which
defines the territory but also generates questions. Themes or topics
naturally cut across disciplines, though some, such as Pond Life and
Urban Renewal, lend themselves more to one discipline than another.
Guiding questions give learning expeditions a structure. For example,
at the School for the Physical City, the question “How can we tell when
a community is thriving?” gave focus to the theme Qur City, Ourselves.
Across all sites, as the initial learning expeditions unfold, teachers
weigh which themes and questions work and which seem too broad or
narrow. They consider the role of the student in developing guiding
questions and in shaping the expedition plan. At Dubuque’s Central
Alternative High School, for example, teachers offer students academic
credit for effective participation in planning meetings.

Sifting through the spectrum of possibilities for learning goals and

developing a focused set of priorities are the toughest challenges of
planning a learning expedition. At King Middle School in Portland,

62




- A.19 -

Maine, teachers wanted to ensure that they could satisfy their major
objectives for each discipline. The social studies teacher discovered
she could address aspects of world culture, but not American history,
which was the schooled focus of the following year’s curriculum.
Similarly, the science teacher needed to focus on biology, and the
language arts teacher knew her students should focus on writing a major
research paper and persuasive essays.

After a lively discussion of possible themes to address each of these
needs, the teachers settled on Endangered Species. In their social
studies work, students use a case study approach to examine the complex
interactions between humans and the environment of endangered species in
selected non-American cultures. Their science work focuses on
ecological issues, and math includes the collection and presentation of
data on endangered species.

The Journeys Take Shape

A learning expedition is shapeless until ideas for projects are
developed. Projects unify and ignite student learning by calling for
concrete products or actions that address authentic problems and
situations. After the King Middle School teachers chose their theme,
they brainstormed ideas for projects that would integrate the social
studies and science content with writing. fThe projects they agreed on
included a debate, a campaign to inform the school and community about
endangered species issues, and an in-depth research paper on an
endangered species encompassing several disciplines.

One of the tensions in developing projects is finding the balance
between group and individual assignments. Individual work ensures
student engagement and gives teachers the opportunity to assess the
strengths and challenges of each student. Portfolios are a primary
assessment vehicle. Within individual projects, however, students have
opportunities to share skills and resources and critique one another’s
work. .

Teachers also plan group projects with specific components that are
clearly the responsibility of individual students. For example, in
creating a field guide to a local pond, each 5th grader at the Table
Mound School in Dubuque was responsible for his or her own page in the
field guide. As students become accustomed to project work and develop
strong work habits and high standards for their work, group projects
grow stronger.

Preparation for the Expeditions

A driving question in the planning of learning expeditions has been how
best to prepare students for sophisticated project:s. Over time,
students tackle an array of tasks and experiences that develop and
stretch their background knowledge and skills. Teachers cultivate
students’ habits of work, thinking and judgment through the daily
rituals of reading, writing, problem solving, and discussion. Most
important, preparation for sophisticated work relies on the development
of a strong school culture with a common vision and experience.

The use of fieldwork and service is perhaps the most radically different
dimension of learning expeditions. A new set of school norms soon
develops, as clipboards for field notes and journal entries Jjoin
chalkboards and three-ring binders as essential school equipment .
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Teachers discover the multiple purposes of field work—- for immersion
into a topic, deeper investigation and research, team-building, and
adventure- as they find their way through barriers of tradition,
planning, logistics and safety, and time. The passive model of field
trips, in which students followed a guide through a museum or business,
gives way to a more active approach. Students interview passers-by,
sketch buildings, measure shadows, and make observations. They venture
out to answer questions and follow leads that cannot be looked up in
textbooks.

When fieldwork is joined with meaningful service, the consequences and
purpose of learning are made even clearer to students. Middle school
students at the Hernandez School in Boston, for example, surveyed
community members to determine the best uses for several vacant lots
near the school. After students presented their plans and scale models
to parents and community members, a local environmental organization
decided to use one of their proposals in developing one of the lots.
Not only had their ideas been heard and respected, but the students had
also made a needed contribution. ’

Like every other aspect of learning expeditions,” however, purposeful
fieldwork and service present a great challenge. They require flexible
scheduling and rethinking the grouping of students and the roles of all
school staff. Field experiences, though, need not be elaborate or long-
distance endeavors. Students learn much, for example, by interviewing
the owner of a local business or developing an ongoing relationship with
staff or residents of a local nursing home. In addition, visitors from
the community- experts, parents, and neighbors- bring the outside world
into the classroom.

Kurt Hahn, the founder of Outward Bound, captures the spirit of our
endeavor:

I regard it as the foremost task of education to ensure the
survival of these qualities: an enterprising curiosity, an
indefatigable spirit, tenacity of pursuit, readiness for
sensible self-denial, and above all, compassion.

Copyright 1994 by lLeah Rugen and Scott Hartl,
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TEACHER PROFESSIONAL DEVELOPMENT

Implementation Lavels and Outcomes

* 78% of George Washington New
American School teachers
participated in 1993 summer
institutes and/or mini-
sabbaticals. 85% of
participants said these
activities tter prepared
them to collaboratively plan
and write expeditions.

* Qver 50% of teachers
participated in orientatiomn
experiences. Participants said
they now better understand the
EL community’s principles of

Expeditionary Learning recognizes
that educators must be learners &
professionals. As learners, they
will better understand the design
by participating in hands-on
learning experiences like those
they will create for students. As
professionals, they will design
curriculum and assessments--& be
supported by guiding facilitation,
access to resources and
information, & active, collegial
exchange of lideas.

intimacy and caring, responsibility for learning, collaboration
and competition, and diversity and inclusivity.

* 78% of teachers participated in school-based planning meetings.
Teachers described these as important vehicles for making school
policy and keeping informed about other school teams’ activities.

TEACHER PROFESSIONAL DEVELOPMENT

Raesearch and Additional Observations

Data on teachers’ judgments of implementation levels and the benefits of
professional development were gathered via surveys administered in
spring 1993 and fall 1993. Teachers’ views of EL/OB staff development

activities were overwhelmingly positive.

Teachers felt that they

learned EL/OB principles and components during their staff development
activities and gained new respect for their colleagues. A few said they
had made some fairly dramatic shifts in their approach to teaching.
This was especially evident in teachers’ responses to the Outward Bound
Wilderness Expeditions. A minority of teachers felt that too much time
was spent on team building activities, that staff development was not
sufficiently linked to their needs (practical applications, the urban
clasaroom, and school planning). Suggestions for improving staff
development included scheduling to accommodate teachers’ needs; more
hands-on work with follow-up in the classroom; more attention to
administrative support for EL/OB teachers; and use of experienced
teachers to facilitate workshops, including those in the EL/OB project.

Adapted from EL/OB Interim Report, February 1994.

TEACHER PROFESSIONAL DEVELOPMENT

Summer Summits and the Expeditionary Learning Process

In recent years, researchers and administrators have gained a renewed
appreciation of teachers as active participants who construct and act on
knowledge about their craft. There has been a corresponding shift in
research from a focus on teacher effectiveness and behaviors toward the
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study of how teachers make sense of their craft--their constructs about
the nature of knowledge, teaching and learning, and how these beliefs
play themselves out .in the classroom. (Clark, 1988; Richardson, 1994)

Within this evolving context, Expeditionary learning Outward Bound has
designed a professional development experience--we called it a summit--
which aims to draw upon teachers' knowledge about their craft while
introducing them to new practices and subject matter. Summits
accomplish this by immersing teachers in a week-long learning expedition
focused on a particular subject. Each of this summer's three summits
had its own focus: architecture (taught by Ron Berger and Russann
Cook), geology (taught by Ron Berger and John Reid) and the Cherokee
Indlan Nation (taught by Bill Anderson and Leo Snow). Expeditionary
Learning's Mary Johnston organized and designed the summits in
partnership with these teachers.

During the summits teachers gain a chance to participate as learners and
deepen their inquiry about their practice. 1In collaboration with
"master teachers™ as well as university professors, they develop their
own professional expertise in the subject matter that they will teach;
they get ideas about how to integrate the content they learn at the
summit into their own classrooms; and they have as opportunity to
observe and work with a master teacher modeling a learning expedition.

The following are personal impressions of the architecture summit, held
July 11-17 in Portland, Maine.

Portland, Maine
July 13, 1994

I'm sitting in our workroom--a small studio with drafting tables packed
tightly from end to end. 1It's hot outside, but an ocean breeze reaches
us through several windows over-looking the Southern Maine Technical
College where we'll be based for the next five days. If you look out
the east facing window you'd see the Casco Bay and the waves crashing on
the beach below. But no one lifts his or her head to take in the view.
Our attention is fixed on the floor plans in front of us. If we do look
up, it's only to get a quick “critique" from a neighbor, search for the
architect's scale or a template.

The intensity and purposefulness has this room feeling like an
architect's vffice racing to meet an important deadline. That's Just
the kind of atmosphere that Ron Berger and Russann Cook want. As
educators, Ron and Russann believe in immersing their students in a
discipline as professionals know it. We handle professional quality
tools and materials. The language of the craft has infiltrated our
conversations. Texrms of art like cornice, lintel, ell and bearing wall
that would have seemed foreign only a day ago are tossed around with
ease. To be sure, we're apprentices, not professionals. But there's a
seriousness about the work, a set of expectations and standards and as
attention to detail that only comes from immersing yourself in the
culture of a profession.

The ebb and flow of erasers, Prismacolor pencils, specifications and
ideas is something of a mystery to me. I can never seem to follow their
movements. Someone borrows a staircase from a Frank Lloyd house. He
spends an hour meticulously rendering it to scale. A little while later
it appears, slightly altered, in someone else's drawing. At another
time, someone discovers the proper distance of a sink from other
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fixtures in a bathroom. When it comes time for someone else across the
room to design her own bathroom she appears to have plucked the precise
measurement out of the air.

The format of each day is largely the same. After breakfast Russann
Cook, a teacher, professional architect and Ron Berger's co-leader,
instructs us in the techniques and skills we will need to become
proficient draftsmen. The first day we were introduced to the tools of
our trace. Yesterday we learned to use an architect's scale--a
triangular ruler-like instrument that enables us to work in scale.
Today we learned the art of calligraphy. Following the technical
session we adjourn to another "space"™ (the word room seems to have
vanished from our vocabulary) where Ron invites us to try our hand at a
design~-i.e., a police station for a town of fifty thousand people--and
a "quick challenge™--i.e., constructing a bridge or tower from
toothpicks, clay and gum drops. Afterward we wander around the gallery
of structures and designs laid our on the tables or hanging from the
walls before settling down to critique the work of one of two brave
individuals who want feedback on their work from the entire group.
After lunch it's back to our primary project of the summit: designing a
house. The uvenings are taken up with lectures, discussions or field
trips to study local architectural

exemplars.

The high level of standards, the late hours, the exacting work have been
stressful for some, exhilarating for others. But Ron is clear, be wants
from us what we want from our students: the best quality work we're
capable of producing. For some this means altering the parameters of
the project to make it more meaningful,

Cne of the themes of the summit has been how to maintain high standards
while allowing students to make projects their own. Ron calls it
negotiating. “I like negotiating.” He tells us. "I want students to
bargain with me. When I start a project with my class I often start by
saying, ‘This is the project that we're doing and I have these things
tat are non-negotiable.' But these things are negotiable. I knew some
of you wanted to change the project a bit or wanted to not attend some
of the evening sessions so you could work on your project. That's okay.
Your students should always be thinking how they can move the expedition
in their direction so it more closely with their interests and passions
while at the same time meeting their teacher's goals.”

When we start staking out those non-negotiable we are led into a
fascinating discussion on the tension between being faithful to the
demands of the profession, while making room for learners to shape the
project according to their own interests. Time is running out and Ron's
in favor of giving us the option of using graph paper. This is strictly
a novice's shortcut; real architects would never dream of using it. But
if we use this method are we compromising our learning by failing to
work within the standards of the profession? Why shouldn't we set our
own standards, especially if they insure that we all succeed?

Later, another issue comes up that raises a similar set of questions.
Russann, the professional among us, feels that our project should
reflect the kind of assignment that a real architect might be faced
with. We're given a rough biographical sketch of a family and its
requirements. the challenge is to design a house that fits the family's
needs. It's a good workout; you have to get inside the mind of each
family member. But some of us want to do a project that's more
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personally meaningful, like designing a house for our own family.
Russann doesn't budge. In her view that would make critiquing, a
mainstay of the profession, impossible. Ron counters, ™I know what
Russann is saying, ‘If some of you are designing igloos and others are
designing homes for the rainforest then we won't be able to talk to one
another.' But I'm saying, "Wait a2 minute, we're talking about a 2,500
square foot home for this hypothetical family, or a 2,500 square foot
home for my family.' There's really not much of a difference. I don't
think it's going to hurt our overall goal.™ Russann agrees.

But the real spirit of this summit is captured by the many forms of
critique--two people standing over a drafting table late at night
discussing the use of natural lighting--and the more formal sessions
where teachers present their work to the entire group. One morning an
exasperated teacher asks for help. Three people hover over her table
proving ideas, encouragement and gentle critiquing. Before too long
she's back to work. Throughout, questions hang in the air. How can I
preserve a sense of intimacy while making my house welcoming to gquests?
How can I create formal spaces for entertaining guests while making them
useful to the family when guests aren't around? How can I bring together
the natural world and indoor spaces so the boundaries between the two
are blurred? In the end, it's these moments, and the care and attention
to the work, that bring us together around drafting boards and
blueprints, sharing our guesses, impressions and our Staedtler Mars
DunaGraph 10050 N2 Graphite pencils. T

©1994 Expeditionary Learning.
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TECHNOLOGY USEK

Implementation Levels and Outcomes

* (Observations and

interviews suggest that The Co-NECT design provides d

an active video culture vision of & technological

has emerged at the John infrastructure featuring unimpeded
Adams New American access to video egquipment,

- 8chool. A video computers and software tools for
coordinator supports wide all members of the learning
availability and community, and a flexible
widespread use of video communication network linking all
equipment; students computers in the school with each
produce a half-hour other, and with computers around
broadcast each morning:; the world.

video recording of
student work and school
events is commonplace. Students produce radio broadcasts for
local AM and public access stations.

* The school has a large number of computers (computer/pupil ratio), an
Internet connection, and local area network. Students make frequent
use of HyperStudio and Mosaic.

* Technology use was the most frequently cited Co~NECT design strength
in 1994 surveys of students and parents.

* Teachers rated technology use as a very important design element in
summer 1994 surveys.

TECHROLOGY USE

Resaarch and Additional Obsexrvations

The observations given above and described here are based on interviews
with key staff members, parents, and participating design team members.
Additionally, surveys of student attitudes were carried ouv in spring
1994. Parents were asked in 1994 parent/teacher/student conferences to
describe the strengths and challenges of the John Adams New American
School: 21 teachers were administered the Co~NECT Design Questionnaire
during the summer.

In response to open-ended survey questions about the things they most
like about their school, intermediate (29%) and advanced level (43%)
students most frequently discussed computer and video technology.
Likewise, parents most frequently gave technology as a school strength.
In their ratings of the 26 Co~NECT design elements, teachers said they
strongly valued the design’s emphasis on technology.

Observations and interviews provide additional information about the
emergence of a video culture. The video coordinator trained students to
put together half hour news broadcasts containing both school news and
news about the wider community. Students develop scripts, read the
news, conduct interviews, run cameras, and control the production. They
also produce radio broadcasts for two local stations. More and more
teachers are having students document work in. class.
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The uses of computers are mainly tool uses, electronic communication,
Mosaic and spreadsheet applications. There is some waiting to use
computers, but access may be better at this school than almost any other
in the country. A major problem in creating a computer culture is
scarce expertise in the kinds of software available for schools and how
they can be modified and used most effectively in classrooms. The
technology coordinator principally has been concerned with hardware to
date. As a computer culture evolves at the school, such expertise may
develop among the teachers.

Adapted from Co-NECT Phase 2, Year 2
Second Quarter Report, January 1995.

TECHNOLOGY USE

Student Project

Students in the Intermediate Cluster are in the process of developing this photo file as part

of a project investigation on Fiji. The photographs of Fiji, were taken by Linn Gerrard, EarthCorps Volunteer
to Fiji in July 1994.

The scanned images will be used for the creation of hyperstacks on different aspects of Fiji life, culture, and
environment.

M Picture #1

%‘Q@s isha picture of Earthwatch members doing a bio-diversity study and sorting out different plants inside a
ijian hut.

'lI'hlg is a picture of the Earthwatch crew from all around the world leaming about the Fijian culture and
andscape.

70




- A.27 -

M picture #3

Here is a traditional bure or hut in a Fijian village made of thatch and split bamboo. They have to rebuild these
houses every three or four years.

'I'I;ig és a picture of a Fijian village showing modern huts made out of cinder blocks, corrugated iron roofs and
wood.
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COMPREHENSIVE STUDENT AND PROGRAM OUTCOME INFORMATION

Implementation lLavels and Outcomes

* In 1993/94 the attendance rate at John
Quincy Adams New American School increased a full percentage
point from a baseline of

94%. Audrey Cohen holds broad goals
for improving student attendance;
* John Quincy Adams saw increased |reducing retention, suspension
parental involvement in and dropout rates; effecting
1993/94; we recorded 4,447 successful transitions to work,
hours of parent involvement in |the military, and post-secondary
Constructive Actions®. education; increasing teacher
attendance and retention rates;
* Over 125 community residents and extending parent and
participated in or were community member volunteer
affected by students’ efforts.

Constructive Actions®.

* Over 30 business and non-profit institutions were recruited as
sources of educational experiences.

GENERAL STUDENT AND PROGRAM OUTCOME INFORMATION

Research and Additional Obsexvations

Attendance levels, parent and community member involvement rates, and
business participation levels met benchmark predictions. The already
high attendance rate rose. Referrals for discipline problems decreased.

Parents became increasingly involved in school affairs and their
children’s learning. At John Quincy Adams, the principal remarked that
“there is a new enthusiasm for learning . . . parents are excited and
involved; they show a keen interest in the program and a greater
willingness to work with their children’s school.” Parent responses are
described below.

Community involvement levels also increased. According to the staff
resource specialist, “People in the community are very interested in
giving their time to help children learn about their particular areas of
expertise, and they’re very happy to return. They think our children
are learning at a much higher level than most school kids they met.”
This statement is characteristic of the sentiment expressed by local
community members who benefit from the students’ Constructive Actions®.

John Quincy Adams established numerous partnerships with neighborhood
organizations or institutions in 1994/94--including the opera, Natural
History Museum local Price Club, Zoological Society, Museum of Man - Art
of Ancient Civilizations, League of Women Voters, and local government
offices and chambers of commerce.

Adapted from Audrey Cohen Year 1 Phase 2 Report, January 1995.
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GENERAL STUDENT AND PROGRAM OUTCOME INFORMATION

Parent Responses to the Program

Oon a John Quincy Adams School survey, parents’ responses were
“overwhelmingly favorable and validated for us that we had chosen a
program that makes a difference fcr all students.” Parent comments on
this school-wide survey included the following:

¢ “My son is much happier attending school.”

* “...Kids are excited about learning. . .*

¢ “Students become a community within themselves; they care about one
another and their community.”

¢ ™I like the idea that all children have a Purpose and know what it

is. They also know the action they are to take to fulfill that
Purpose.” '

One parent pointed to a special advantage that parents may gain from
their children’s community involvement:

In talking with my daughter about the Purpose of We Use
Government to Improve the Community, she gave me insight on
the community and government working together. I am
grateful for these studies because not only does it help the

children learn, ... it also pushes me to get involved in my
community.

Parents also were pleased about their new role in the education of their

children. This attitude was characterized by the following comment:

The Constructive Action truly helped build a family and
school relationship because it created the foundation for
future relationships with parents and local businesses and
this is something for which we are grateful.
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SUMMARY OF PROGRESS, CHALLENGES AND RECOMMENDATIONS FOR FUTURE WORK

Progress

In examining progress and framing recommendations for reform at George
Washington New American School, we adopted a model of school change that
relies on the importance of clear vision, the driving force of strong
leadership, and the role of teacher learning in classroom and school
improvement. It says that change depends on a pervasive commitment to
and concern with learning and student engagement.

Surveys, interviews and ethnographic reports suggest that the
Expeditionary Learning principles fostered school-wide cohesion around a
unifying philosophy. Students and teachers came to understand our
community’s principals of intimacy and caring, responsibility for
learning, and diversity and inclusivity. Students were active and
conscious participants in the creation of Expeditionary Learning
classrooms. They played an important role in planning expeditions and
evaluating their work. Students were seen to feel both the burden and
exhilaration of taking responsibility for learning.

George Washington teachers felt that the design provided them both
freedom and support for designing interdisciplinary curricula, focusing
on meaningful questions, and embracing a pedagogy emphasizing student
discovery and teacher as guide. Teachers said the design liberated them
from stultifying instructional approaches. Teachers said the program
enhanced their teaching skills, fostered teamwork, and provided for
professional renewal. Teachers’ perceptions that they are valued
professionals and their renewed interest in teaching confirm the power
of Expeditionary Learning’s professional development approach. Teachers
felt they were central bridges to school and classroom improvement.

Challenges and Recommendations

Next year greater emphasis should be placed on the full range of areas
that need to be addressed in teacher professional development and on
contextualizing professional development to meet the needs of the
school. In addition, professional development should focus on the
teaching strategies and skills required to help all George Washington
students become successful learners. Staff expertise on these issues

could be drawn from other Expeditionary Learning schools, as well as,
from local experts.

Our Expeditionary Learning partners need to tailor professional
development to the different experience levels of teachers--veterans,
inexperienced teachers, and teachers new to the design--all have

different needs and require different types of professional development
activities.

In George Washington New American School, leadership was developed in
all areas deemed critical to school change and was a powerful driving
force behind the change efforts. Leadership at the district level was
uneven, however; and the role of leadership in improving instruction and
organizing support for the design and execution of expeditions is
particularly important. We and our Expeditionary Learning partners
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need to consider the character of professional development needed to
improve and support leadership.

Taken (loosely) from EL/OB First Year Implementation Report, 39/94.
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System and School Context Data

Table 4
James Madison New American School Context Data for 1993/94

Location~Type

Enrollment

Attendance rate

Attrition rate

# Special ed referrals

# In community projects

# Returning staff and
teachers

Average # applications per
slot

# Conference dates

Metropolitan Achievement
Test scores (National
percentile-stanine,
comprehensive battery)

Urban - public

235

89%

new=62; left=59
{35=lev 4, l1l5=lev 3)
50%

100% + somé new staff

6
3 plus shorter-term written
progress reports

Grade 6 41-5
Grade 7 27-4
Grade 8 20-4

NOTE: CLC Narrative Progress

Report, January 1995.
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STANDARDS AND ASSESSMENT DATA
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SUMMARY OF TEST RESULTS

iD: 348275
Distiict:  Wornealnr

School:
FOR MATHEMATICS Date:  Apri, 1994 Grade: 4
PROFICIENCY ALL STUDENTS Student Categories
LEVEL Special Needs Transhional Blliingual Other
State % Schoot % State % Schoot % State % School % State % Schoo! %
N2 18T 3993 19 1992 1994 1992 3554 1992 193¢ 1992 1994 1992 1994 1992 199s
Mathematics ., 6% 4% 29%  15% 13% a% 25%  20% B% 3% - 28% 14%
' 3IBE Mx e2x B2x || 51x 5% 53%  54x 7% 32%x @ex @O
" 3% 45% . ex 5% || 28% a3x 1% 22% 40% 47% 7% 1%
n 15%  13% 0% 8% ™ 5% 5% ax 18%  14% 0% 9%
1 2% 4% 0%  O% 1% % 1% 1% 2% 4% 0% o%
Below Level I:

IToxt Provided by ERI

The open-ended responses of students in this category provide insufficient information
Yo evaluste their proficiencies. Tlowever, studems in this Category are sble 1o answer
some multiple-choice questions correcily,

Level 1t

Students s this level can carry out basic numericsl operations, such as tounding with
two-digit members and subtraction with borrowing. When problems are presemtod in a
practical context, with {llustrations, they are able to o beyond the simple recognition
of facts and arc able to apply their knowiedge to recognize a correct solution,

These students experience difTiculty when asked 1o create their own response, howeves,
In contrast o recogniring a comect option. They perform simple computationat problems
weedl, bt when preseted with problems in wnfamillar contexts they show minimal
understanding of how their computational knowledge Is related to the tasks,

Laved I1:

In resporse 1o multiple-choice questions, students at this Jevel show a good sense
of number cperations, can traasiaste both verbal and viswal shuations into number
sentences, and can work with simple decimal operations. T}tyﬁnlolveon!:-st:pwd
problems requiring multiplication or division and multistep problems irvolving addition
nannMoﬂyemlxymdmluuﬂmﬂu.bmﬂqmnwﬁuu
ressonedle Interpreation frem a set of plawsible options.

7ammeminxelmmswbmﬂdnmpwdbmm4wm.

they can resd charts and graphs, they cannot fumish thelr own Interpretations
of the deta. Desplte their ability to petform routine problem solving, they are unsble
to apply helr knowiedge to reat-life sitwations. Their responses show evidence of some
Q M.ﬁsh&uofﬂnﬂundmhtmmmmnuump

,.mc‘ilmbmcmhhm:md.

Level I

Students ot this level appear confident in theie

arc beginning to understand number ss a varisble.
- tecognize the wse of variables in the transiation
tesponse to multiple-cholce questions, these studen
functions of simple operations. Furthermore,
word problems by analyzing conent and dist

information,

Level 1V:

In general, the sbilities that characte

conceptuel. In response to multiple—
reletionship between nwmbers and

peovide fully developed examples;
varicty of mcthods (o {Qustrate their
thern 1o achieve a higher level of

using mathematical

stility to work with numbers, They
They can solve simple equalites and
of word problems. For example, in

1s recognize sequences, patterns, and
they are willing to attack vetbnlly complex

Inguishing between necessary and frrelevent

students recognize the application
th prodlems, they wye

rize these studerts sce not computstions! bt
hhewlmu,dcyshwnmdemmdinofme
quantitics, pay close sttention %o detail, and spply
vaciety of problems. They ace neither distracted not

open-ended questions, these students effectively communicate
language ¢ut is sppropriate for thelr age. They
comsiruct strong, sppropriste arguments: and wse a
comprehension. Their close sttention to detail aflows
Socuracy than students in the previous levels.
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SUMMARY OF TEST RESULTS D'w'cg Worcest~-
Fressmtcht FOR SCIENCE Dste:  April, 1394 Grede: 4
Program
PROFICIENCY ALL STUDENTS il Student Catagories
LEVEL Speclal Needs Transhtional Biinguat Other
State % School % State % School % State % 8chool % State % School %
1992 1994 1992 ig9a|| 1892 199 1992 1834 | 1992 1994 1992 1994 1 1992 1994 1992 1994
Sclence <1 5% 4x  32x  Bx|] 11x  gx 31 23% % 3% 3% g%
) 41%  32%  59%  sax|| 49% 4rx 53% &% : ‘3% 0K 59X s4x
n 34%  4s% ox x|l 27%  38x 12% 188 ' ©36% 4T 10%  Si%
" 18%  16% ox  sxi| 11%x g% 4 2% S 19%  16% ox &%
(17 2% “Qa  oox % 1% 2% o 1% 2% 4% o% 3%

Belew Level It

The open-ended responses of studenss in this categosy provide insufficiet Information 1o
evaluste their proficiencles. llowever, stodents o ths categury ace able o antwer some
meltiplecholce questions comrectly.

Level I:

Studerts at this Jevel are famillar with scientific facts that form part of commen cxperiences
ot are the focus of children’s literature and tekvision. For example, they know that besrs
bibernate during the winter.

They spply & practical logic to ansmvering multiple-cheice questions that are pleced in simple,
everydey comtexts. They cespond wefl to prodlems thet use visws! elements or {llustrations:
m«mmmh.«&ﬂngnlmmwmum graphs.

lnnwummmummw 8 graap of facts In varlous sclentific
disciplines. They cam make simple observations. They resoit to genceal Tactus! knowdedge
e do not secognire the requirerments of the task. For example, when asked for similarities
and difTerences smomg 2 rce, a dog, and an Jmsect, they Sdertified very trivial and obviows
differences such a3 “a tree ks Iarger than a dog o Insect. Their answers often appear ncomplete
becawse of poor ressoning skills, lack of examples, an lnebilty to interpret dsta, and  tendency
fo restate the Facts.

Level I1:

Students ot this Jevel begin b recognize some reguladty in the wotld, They understand
the need for acientific processes, swch e obscrving and coliecting data when conducting an
experiment, Compared with students st Level I, they show a grester sbility © spply theie
knowlodys 1o evaluate a set of options. Thele Octwal knowledge i demonstrated by the multiple-
chelce rendls.

In smgweting open-ended questions, siuderts display Pxt-based knowlodge strengthened by
sywme comprehemton snd endertanding. They sre accwrate observers but tend 1o describe rather
then laterpret duts. They moke direct assochations with ease but falter 1 predicting long-tange

;xncome. When asked o constroet an expetitment, these studerts do not sppesr to recogatze
the need for controls and multiple trials, Thelr snswers are minimsl, lacking elaboration and

Levet 1It: .

Stidents at thiy level have a much broeder base of knewledge.  Their tesponses suggest
sttention 10 smafl bt significart detall. Ia sddition, these students shony some
of sclentific concepts. For example, they recognire and understand the funetlons of variows
sere erpas.

Students 1 Levet 11} hghwuﬂzmmmmmmmm-ﬂlhum-ﬂ
sucoessfully incorporate prior knowledge with new concepts.  Although they can display data

their snswers are gencrally sdequete, showing some reasening and accurate conclusions, Level
lllanwnﬂmhhmorhqunbn-ddonuchbomenputdul.

Level IV:

Studenit at this level possess sclentific and practical information thet goes beyore] what they
sre tught. They are degioning S0 deal with abstract concepts. In response o the multiple-

MmuﬂebMMmuﬁMumlnﬁmMemlmtm.
Adamly.ﬂnymlﬂenmdnuinmwm. ShMmepriwkmwledge st
mmnckmia.bnmmmlkkmn&muem&bwwuuhdmnn
sbstraction.  Stedents a2 this feved are able o transfer skills fom ene discipiine 10 mnother.
Thelr answers dernoastrate depth of wnderstanding 82 well 29 claboration,
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‘M SUMMARY OF TEST RESULTS | Diswtct wons

District:  Worgester

"m FOR SOCIAL STUDIES Date: Aprh1s98  Grade: 4
Program
PROFICENCY ALL STUDENTS Student Categories
LEVEL Speclal Needs Transitional Bilingual Othet
State % Schoot % State % School % State % School % State % Schoo! %
1992 1994 1932 1934 || 1992 1934 1992 1994 1992 1994 1992 1994 | 1992 1934 1992 1994
8oclal Studles < ™ 4% 9% 10% 158 10% 3%  24% 6% 3%  38x% 11%
1 7% 34%  5I%  Sa% |} A7% 49% 4%  55% 38 32% 5% BIX
n 7% 45% 3% 26% || 28% 33% 135 17% 39%  46% % 26%
m 7% 133 3% Bx% 8% 8% s 3% 18%  14% ax 9%
v 2% 5% 0% 3% 1% 2% 0% 1% . 2% 5% 0% 3%

Below Level I:
The open-ended responses of students in this zslegory provide insufficient Information to

evaluste thelr proficiencics. lowever, students in this category me sble to answer some
multiple-cholce questions correctly.

fLeved It

Students al this level performy well when tacks ore presented wlsually. They can usc simphe
keys, read grphs and maps. and combine Information. Aided by & pletixe, they recognize
similacities snd differences. They can recagnize the camreet option from 8 given set. Although
they have a store of general knowledge, they appear to bave limlied information sboul the larger
world. Classtoom expetience does not soem to remediate this.

When answering open-ended guestions. Level | stadets tespond superficinlly with Himited
Interpretstion of questions peraining to community, voting, and chrenolugy of historic cvers,
They woderstand what cules are, but not why they exist. Whilc Level [ susdents recogrtze different
grogsaphical regions, they have difTiculty mkuhdng the difTerences. They know the vocabulary
of sociel studies, but are not ziways able 1o use tht vocsbulary sppropriately. Poor reading
skiils affect their abifity to answer.

Level 12

Students at Level 1] grasp the tmic conlert presented in st elemenisty school curdeulum.
They can chsify people according to thelr roles; hare some knowledge of American cultural
diverity; snd wnderstand tertain economic coacepts. When given u et of options, they ¢an reazon
sbowt the Information to distingwish fact (rom opinion and place events in chronologlcs! order.

Theit open-ended responses generslly remain persoral and concrete, focusing on how the
world afficts ‘hem. Level 11 students com select pettinert detsils from fung paeoges and
cccustornlly evaluaie (hose detalls as evidence. When atked W compare and contrast modern
and colonial Richens wsing pictures, thelr snswers, agria, are concrete, timited to details shown
1) In the pictwres rather than wsing there as springboands to larger econcepts. They recognize the
} effects of chenge bt corswot deterinine the emmses. They have some ability to resd maps sl

can identify some sttributes of different sites. Unlike Level | stodents, they ean answer s multipart
question with some correctness.

Leve! 111

Students at Level 11 are more aware of conunnity and lerels of government. They undesstand
some msjor concepts such 23 needs vs wants and easse and, effect. They are distinguished
by theitr sWility to evaluste informetion to ientify the best seaponse from & 9et of
plausible options.

In thelr wekien responses, they exhibit an objective point of view. They comprehend human
geography and have ¢ sense of chronolegy, They understand the emuses of chenge. They e
interpret data but cannot draw inferences based on the data. Nat only do they select und evaluate
evidence, bt they mse {t W support positions. Students st this level recognire that there may
be more than one problemesolving stiategy snd that each strategy hns advantages and
disadvantages. . 1licie ansivers sce sdequate but Iack elaboratdon and fack examples thet entich
the responses and demonstrade strong reasoning skiils.

Level IV

Students at Leve! IV show clear reasoning ability: They sre skifled st inferring from dats,
recognizing sssumptions, and Justifying thelr responsex. Their kmowledge of history goes beyond
benchmark dates snd events; they understand some undeslying histotical currents,

When constructing open-ended responoes, students at Leve! [V combine strong critical thinking
skitls with sigrificant prior knowledge Yo generate fogical, wel-supperted srawers. They go
beyond the simple requitements of the question by synthesizing diverse information and making
mexningfel generalizations. They can orgmize and interpret data (o make comparisons, daw
Inferences, and anive at eonclusions, They discem subticties such as kony and social satire,
They knew current events and can discins them cogemtly.

Thele answers me elaboraied and well supported with evidence and approprate examples.
They display depth of thougit and understanding.
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P 7 . [ SUMMARY OF TEST

IESULTS

District Worcester

o A SR VAssaChus et ‘
Edxationsl ) Schoot:
"A....,,..ﬁ FOR WRITING Datsc . Apil 193¢ Orade: 4
Progam |
PROFICIENCY ALL STUDENTS Student Categories
LEVEL Special Needs Transitlonal Biiingual Other
State % Schoot % State % Schoo! % State % School % State % School %
1992 1998 1992 1994 |l 1992 1899 1992 19 1932 1834 1992 1934 1992 1934 1992 1994°
Wiidng <1 (13 % 9% os 10%  13% 20% 22% 5% 8%  22% 0%
1 28% 34%  34%  S4% || 38%  44% 38%  43% . : 26% 33X IR 5%
] 48% 42% 1% 31% || 41%  asw A% 20% 48%  43% ars  asx
m 19%  14% % 15% 1" 7% 7 S 3 3 20%  15% 4X  14%
v 4% % o% 0% i% 1% 1% 1% H 4% % o 0%
Bdow Levd It

The open-ended responses of students in this category provide insufTicient Information
fo evaluste theit proficiencies. Wriling s not sssessod using multiple-choke questions.

Level It

Students at this proficiency level are not able to commmunicate with the resder. They
sprroach the tasks as they would a worksheet question. Although refevant, their responses
tend to be minimal, usually limited to & single sentence. If they ose more than one sentence
or idea, there 13 no atiempt o connect them in logical sequence. Ideas are expressed
in vague terms whh few specific details and THile elnboration.

The responses of students in Level | exhibit @ disproportionste nenber of errom in
surface festercs (spelling, punctuation, capitalization, and wsage). These errors may de
30 numcrous & Io Inicifere with the reader’s ability to undorstand the teat.

Level 11

Studerts =t this proficiency leved ste shie 0 achieve baske written commumication.
They go beyond the simple oncscntence responses that chasacterize students at Level
). Their paragraphs show nudimentary development, comslsting of predictable, simpte
senicaces with unclsborated or repetitions details. There is some attempt st orpaniration;
howeever, traditional organizationatl features, such »s tople sentences end conclusions, are
missing. In thelr arguments, these students sitempl to show a progression of thought,
taut there ase lapses or shifts in logical development, Like students In Level I, these
students use very simple lsnpuage that is not always appropeiate for the topic. They
have not soquited the notion of formal language.

In genernl, students st Level It display more contro} over the mechanies of wriling

than students in the lower Jevels. They lack skifls in the mreas of toplc development,
orgmairation, snd dctal).

Level 1N

Students at this level ace beginning to show a sense of audience and can sdequately
communicale their knowledge and ideas. They respond to questions with a topie sentence
and go on 4o develop theie ideas sufBiciently. They use complex semences with peedictable
structures. They bave an awarencss of paragraph formation, but lack complete command,

These students understand tie nced for suppont snd provide detalls spproprisic 1o
thelr conclusions. In sddition, their writing Involves interpretation ss well as expasition,
sigmling the beginnings of abstract thowght.

Some errors In surface features are found in sludents® work, bat they do not Interfere
with the resder’s ability o understand the text.

Level V!

Students at this proficlency level commumicsle cleaely ond cfTectvely with their
sudience, expressing themselves with a sense of style and voice. Their work shows sn
efficiive varlety of sentence structure and They support their main Idea with
Intetesting and pertinent details and rich langwege. Their transitions, not only fiom
sentence to sentence, bt also ftom paragiaph to parsgraph, are smooth and reasonable.
By establishing and malntalning a purpose, these wrilers construct a logical progression
of ideas that leads to sophisticated conclusions.

Some sutface ertors may be found, bit they do not detract from the writer's ability
to commusicate. .

o
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y ro: 348275
"wm@ SUMMARY OF TEST RESULTS District  Worcester
Educalions) Schoot:
ﬁ:m_ FOR READING Date:  Aprll, 1994 Grade: 8
 Program
PROFICIENCY ALL STUDENTS Student Categorles
LEVEL Speclal Needs Transitional Bilinguat Other
State % School % _ State % Schoo! % State % School % State % Schoot %
1992 1994 1982 1994 || 1992 1934 1992 1994 1992 199 1892 1994 1892 1994 1892 1994
Reading <« 138 10% 10% || 28% 24% 5% 29% 12% 8% 0%
| 3o%  30% 5% || 40%  43% 28% - 35% 20%  29% 35%
n 28%  33% 30% || t9%  23% 19%  20% 2T% 34% Jox
i _2x 4% 20% || 10%  BS% 15% &% 25%  15% 20%
w ™ 13w 5% 2% 4% 4 7% % 14% 5%
Baew Level I: Level I

The open-ended responses of students in this category provide tnssiTiclent information
to evaluate their proficientics. Howerer, students in this categury ore able 1o answer
some multiple-choice questions correetly.

Level I:

Students at this level perform well on multipk-cholce questions linked to high-interest
Informationa) passages and short narmalives. They arc able to gmyp the main ideas of
such pessages snd o focate information within the text or closcly related to it. They
can recognize simple inferences that wre bused on general information or common sense,
and can distinguish between, clearly demareated facts and opinjons.

These stndents expetience mote difTicully when asked to generate their own responses.
Their answers are typieally litcral rather than anslytic, referting directly to factusl details.

Leve) 11

Stedehts at this Jevel are sble to evnluate & sct of plavsible multiple-choice options
and choose the best Jnference about chacactet and motivation. They can also differentiate
smong siatements that hold similar meaning swd can identily judgments based on cvidence
presenied o the pessages. )

They sre less successful when presented with an open-ended question. Understanding
and communicating the literal is o hallmark of responses at this level. Siwdents may
be adle 1 identify the tone of theme of 2 pansage, but they arc ot skilled in analysis
or persussion, Similaly, informational msterial ks more accessible to them Whan Is fiction
(particulaely fiction Incorporating sstite, metaphor, or other literaty devices) or poetry.
- Simce ﬁcép;d it dillicolt to recognize nwances, they do not go beyond the literal.

Stxdents at this level are able to go teyond the litersl to construct mesning from
the teat. They apply rensoning and ptior knowledge fo dinw inferences.

These students are also able to distance themscives from content and begin to judge
the craft of writing itscll. For example, in response to multiple-cholce questions, they
fecopnize why a patticulse title was chasen, the fimctions of selected parts of a passage
in contsibuting 1o the whole, s the purpose of certain formet conventions. They are
sble 10 recognize the tone of & humorous fable and to identify diTerent types of literature.
When presented with more sophisticated genes such as parody or satite, however, they
fall 0 recognize the hemor or the mulitipie fevels of mesaing in the passege.

Thelr resporses to the open-ended questions are reasonsble and coherent. Their
approsch s orderly: however, it tacks sufficient anafysis or detall to make R convincing

Levet IV )

Staderns st this leve] are distinguished by thelr ability to reason and form judgments
in o range of situstions. In tesponse 0 mulliplecholee questions, these students could
correctly abstract meaning. draw conclustons, and make Inferences, Many questions require
moture judgment snd fine discrimination %o chuose the most correct tesponse ftom a
set of plausible options. Others require students to spply the idcas presented In the lext
to other contexts.

Studerns st this leve! exhibit a mote sophisticated understanding of the craft of writing
than students st the lower levels. Not only are they familisr with stylistic devices, poctic
fotms, irony, and metaphor, they alss sbow sn undersianding of the characteristics of
differemt genres.

In thele own writing, they cflectively organize msterials and easily generslize fiom
specific textusl exsmples to more sbstract and Inclusive themes. Their vocabulary is
extensive. Not only do they show an ability to recognbe suances In the mesning of

words (e.g. knmodiste verses wndetlying csuses), bwt they wse thet wndernstanding in
their discussion.
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_ 10 348276
“mm.m SUMMARY OF TEST RESULTS District  Warcoster
Educatonal choot
::,m FOR MATHEMATICS Date: ApriY, 1994 Grsde: &
ram
PROFICIENCY ALL STUDENTS Student Categorles

LEVEL Special Needs Transitional Bilinguat Other
State % School % State % School % State % Schoal % State % School %
1992 1934 1992 1994 111992 3994 1992 1994 1892 199¢ 1892 1994 3892 1994 1992 1994
Mothematics < ) 4 8% 5% 19% 21% 19% 21% 7 8% 5%
! 3gx 36w 80% 57% 54% 42%  38% 37% 3% 60%
(1} 20% ars 25% 188 20% 20% 2% 30% 39% 25%
m 19% 14% . 10% 5% 3% 14% 8% 20%  15% 10%
w €% 8% (1} 3 1% 1% 6% &% 6% 8% o%

Below Level It

The opcn-ended resporses of students in this category provide insufTicient information
1o evaluste their proficiencics. However, students in this cutepory are able to snswer
some multiplechoice qucstiont corvecily.

Leve

Students at this level recngnize the rexults of hasic numerical operations with whole
numbers and some types of (actions {e.g.. subiracting finctiont with cowpien denoral-
naters). They can Kenlify the correct operations required by simple vord problems, are
famiiler with some geomcetric terms {c.g., dismeter), can identify common plane figures,
and can read information contained in chasts and histograms,

When presenicd with open-ended questions, they apply s trhal-end-emror strategy to

salving simple probleng, but experience difficulty In interpecting problems presented i
enlmillac formats or conlexts.

)
Level II:

Students ot this level have & besic understanding of the numerical skills and concepts
that form the basis of the elementary school curriculem. In response to multiple-cholce
questions, they can recognize the results of & wide range of numerical openations involving
whole numbers, decimals, and fractions, presented as computation or word problems.
When given s set of options, they recognize the correct evaluations of various expressions
and the comect use of formulas. This suggests that they are beginning to acquite the
skills necessary for algebra

When preserted with more challenging open-ended questions roquiring numerical
ressoning, they ere not dependent on fumiliar contexts. For cxample, they wnderstend
that the size of the product or sum of twe sets of numbers is determined by e
of the digits la esch set. ARhough they sre willing to attempt unfumiliss or complex
prodiems, they ofien do not recognize the relationship between the elements involved.
In responding o questions, they find it difTicult to express their ressoning.

. and procedures. Thelt wnderstanding of rasthematical

Leved IHI:

Students at this level respond well 1o questions in » multiplecholce format. They
exhidit » thorough knowladge of numerical operations and some understending of more
complex numerical such 83 area and perimeter, factoring, and ratio. Beyond
this, they show confidence [n tackling problems that ace a3 dependent upon reasoning
83 they are upon compuiations! proficlency. They are also famillar with the tess-trnditionnl
topics of the eighth-grade curticulum, such ss probebility. They recognire the use of

vasiabics and are generally more sophisticated in their use of symbolic langusge than
students at Level 1.

When asked to respend to the open-ended
tequirements of the probloms and meke good sttempts ot solutions. When problems are
stralghtforward, such a3 interpreting and synthesiring data flom graphs and charts, they
are ablc to form remsonable conclusions. They find it difficult to organize complex data,
however, and uswally fail to consider some importart variables.

Leved IV: )

Students st this level are knowledgeable sbout & wide range of mathematical terms
and concepts goes beyond
fecognition fo suggest a much deeper kevel of understanding, When presented with open-
ended questions, they can perform complex menipulstions with numbers in otder 10 solve
problems. In the field of geometry, they know the necessory attributes foe such figures
#s panaliclograms and similse trisngles and can recognize multiple fines of symmetry.

In sddition to thelr remerical proficlency and geometric knowledge, these students
display » well-ordered, reasoned spproach to problem solving. When presented with complex
word problems, they spply a variety of solution strategies, Incinding the erganization
of data into ctarts and graghs. Not only do they wnderstand and use approprisie symbolic
representation, they con explain thelr ressoning with clarity and precision.

questions, these students onderstend the .
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AN SUMMARY OF TES, RESULTS Distict  Wornastar
Sducetional Schook .
W= FOR SCIENCE Dile_ Apm e aodes s
* W Program
PROFICIENCY ALL STUDENTS Student Catagortes
* 7 LEVEL Speclal Needs Trensitional Bllingual Other
__ _Stste % ' hool % State % School % State % Schoo! % State % Schoot %
1992 18594 1992 1994|( 1992 1994 1992 1994 | 1992 1994 1992 1994 3992 1994 1992 1934
Sclence . 7% 1nx 10%]|  14x  22x 7% 28% 8% 10% 10%
§ 38% 34% 0% 50% 43% 48% '35% I 3% 0%
" 24%  35% 40%)| 205 28% 1% 25% 25% asx 40%
] 2% 14%_ 20% 14% ™ 17% 1) 28% 15% 20%
14 4% .} . os 1% 3% 3% ax 5% ke 3 0%
Below Level It

some multiple-choice
Level It

Stedents at Level
health and mutrition.

expcrimental system,

Laved I1:

$ wet of optiens, they
can identify relevant

The open-ended responses of students in this calegory provide InsufTicient information
to evaluste thelr proficlencies, However, students in this category are able 1o snswer

Questions correctly.

are sware of tlve scientifle aspects of evenvday life, such 23 persona]

They understand some fundaments) concepls, such a3 the functions
of vatiows parts of the body and the classificstion of living things. When given a simple

ey recognize the besic components of sclentific procedures,

When presented with an open-ended question requiring experiments! design, they
neither recognize which voriables must be controlled nor develop velid scientific
procedures.  They refer to familise isswes such as the environment. but canhot wse that
knowledge to generate a correct response. They experience difficulty in interpreting the
requireents of the tasks,

Students at this level are bocoming sware of the relationships among basic scientific
concepts. In the physical sciences, Uhey can identily the practical effects of condensation
and evaporation. In life sciences, they show some snderstanding of the food chain, Given

can identify 2 fogical conclusion that could be dravwn from a set

of dats. They can also recognize a situation where sampling of data is appropriate and

data-gathering techniques for & research question,

They experience difficulty when asked to do more than recognize a cortect option
(Le, construct thelr own response). When presented with an experimental situation,
they are wnable to creste a workable design. They cannot spply the sclentific processes
they identifled in multiplo-cholce questions, They use s given set of data to Jostify obvioug
mdhundiucmlmlmxnﬂuhnmmlduﬂw&htounblmw
genenslitstion.  Although they tecognize genera) principles, theie anslyses tend to be vague
ond their responses minimal, with litde ot no cxphaation.

Level tl1:

Students ¢t this Jevel show a deeper understanding of sclentific concepts by applying
them to & varlety of situations in different contexts. They tecognize the principles
applicable to real-wotld situations (e, use of solsr emergy) and different sciemce
disciplines (photosynthesis as applied 1o marine algne). They can Judge different types
of information that might be relevant in amwering rescarch questions and recognize
ip:rntbie sowrces of experimental error. Glven a set of observations, they select rexsomable

erences.

At this level, students construct compelent responses. They are knowedgenble about
experimental procedure snd ean produce a satisfactory expetimentsl design, They can
organlre raw dalz to reveal relationships but cannot draw Inferences. Their gencrally
adequate responses are characterized by a limited scientific vocabulery and a fack of
claboration and detail,

* Level JV;

Stodents st this Jeve) possess an organized body of knowledge snd a grssp of scientific
processes.  Twpically, they integrate discrele bits of nformation from different tources
and use newly acquired informstion to gencrtie Jogical hypotheses. Many of the concepts
they are comfortable with, such as the relationship between presswe and volume, show
o integration of knowledge and ressoning ability that is typical of students at this fevel.

In thelr responses to open-ended questions, they display an understanding of & wide
range of scientific concepts, such as the law of conservation of energy, the relationship
between volume and the tansfer of heat, s0d the effects of moloculse movement. They
can organize data and cleacly illustrate the relationships among vaciables, When ptesented
with an experimental situation, they can create & well-concelved design. Thelr explanstions

demonsinte sdvanced reasoning, with we of supporting evidence and appropriate
trminology to claifly ideas
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SUMMARY OF TEST RESULTS . | Diuict Womector

Schootl:
FOR SOCIAL STUDIES Date:  Aprit, 1954 Grade: 8
PROFICIENCY ALL STUDENTS Student Categories

LEVEL Special Needs Transitlonal Bitingual ] Other
 [smex Schoot % State % Schoo! % State % School% | Stte% School %
1992 19% 1992 1994 ||1992 1934 1992 1994 | 1992 1994 1892 1994 | 1932 1994 fssz 1go4
Soclal Studles < 8%  10% 10% 18% 2% 23%  271% ™ % 10%
' V% 4% 25% || s3% a7 44%  38% ' asx  32% 25%
" 26%  24% aox || 19% 2% 5% 21% 2%  30% a0%
m 22% 158 . 25% || 8x 6% 15% 9% 24%  18% 25%
W s% 7% ox li 15 2% % ax 5% 7% 0%

Below Level

The open-ended responses of students in this calkegory provide InsulTicient information
1o evaluate thelr proficlencies. llowever, studeits in this catcgory are obic 1o answer
some multiplecholee questions cortectly.

Levet I

Students at this level can respond to multiple-cholee questions that depend wpon a
krowledge of basle topics, sich ss the duties and rights of citizemship. They are able
to identify major American statestmen witout establishing their historical context. They
experience dilficulty in comprehending the cases and effects of historical movements
and n spplying thelr fhctus! knowledge in wnfamiliar contexts. Given 8 map, they are
vrable to &aw inferences comcerning geographic oc economic festutes. Their knowledge

sppears 1o remain &t the “taogiht™ fevel and thelr judgment is basically n terms of
absolutes.

-

Level 11: )
Students st this fevel display a general knowledge sbowt the world beyond the
claswroom, correctly snswering multiple<holce questions dealing with the eavironment,

current events, and World War 1. Furthermore, they appesr 10 rewin and understand
the tawght cusrticulum,

These students can make simple Infetences from graphs and charts and can Iderxily
the messages carried, by political carioons. They ‘also show o familiarity with plece
geogtaphy, successfully locating the position of citles snd states within the United States,

When given a set of options, they can identify the most plsusible conclasion, distinguish
between fact and opinion, and generalize correctly ftom & set of facts. They experience
more diflicuity when asked %o construct mn argument on their own.  In response to epen-
ended questions, they find it hard to coasider both adveniages and dissdvantages of »
0 Iack the necessary Information to make a convincing argument
As 2 resell, their constructod responses tend to lack clarity and
and are typlcally charscierized By thelt brevity,

Level J11:

Studente at this level are able 1o go beyond the facts and taught definitions of the
curriculom to recagnize the underiying concepts.  They are fluent readers and can read
and interpret graphs in unfemiliar formats. For exemple, when presented with & techaieal
chart containing ecoromic and soclal statistics (e.g., gross mational product, infamt
moriality, students per Inhabitants), they can integmate the Information to make some
valid inftrences about the countries represented.

Within the muRiple-choice formst, they cmm m‘:re( and cvalme statements by
spotting lapses in logic and inconsistencles. When asked 10 construct their own responses,
they can structure arguments and recognize contrmsting perspectives when the matetial
ts Gamilisr to them (o8, environmenial {ssues). In response %o less-familisr topics
(compaeitons of religlons, the csuses of Immigrations, the Impact of the Soviet bresk.
tp), thelr Jack of detalled knowledge {imits the effectiveness of their srgumemts.

Leve IV: )

Students at this leve] display a wide range of detalled informnation sbout present and
pest societies, a3 well a3 s understanding of histoxicsl relutionships. Although thelr
knowledge bese extends far beyond the social studies cwniculom, thelr most typieat
charactetistic is thele tendency 0 go beyond the specific focts to consider onderlying
issoes and concepts.  For exsmple, when discussing a cartoon they sre sble to reiate
the castoonist’s message fo the lager socist and ethical Issues dhat it represents.  Similaly,
when presenied with an historical evert, they are able to describe In detail how the
same evesd could be judged differently when viewed from difTerent historieal perspectives.
Asked 10 review a more current political sitvaion, they can clte both poditive and negative
mguments before coming 1o a remsoncd conchston.

These students ere carefld, thoughtful resders who pey atiention o significant details
nd shades of memning. In marue fo muitiplo-chotoe questions, they ean evaluate
statements for assumptions and biss. In response 80 openended questions, they con
interpret writhen materia) in terms of cument, a3 well 89 historical, tmsues and events.
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The open-ended responses of students In this catepory provide insulficient information
to evaluate their proficiencies. Writing Is not assessed using multiple-choice yuestions.

Leve I:

Students st this proficiency leve) demonstrate liftle abitity ko communicate with a
reoder, Their responses are charncicrized by brevlty, ofien limited to a single run-on
sentence. When these students give more complete answers. thele sentences often do net
follow a jogical progression. A fearmangement of sentences, for example, would not alter
the meaning of the porsgraph. In gencral. their sesponses have fitile or na devefopment,
using limited detail. Their sentence siructwre may be incotroct, with Ineffective word
choice, Their langunge Is simplistic and their control of susface features (inechanics,
groomar, spelling) is weak.

These students do not have u sense of sudience and experience difliculty in judging
the tequirements of the task. Their responses tend to be concrete and personad csther

than objective, often incorporating sccounts of how their lives and Inwncdiate xerroundings
relate to the question.

Levd il:

Stodents at this fevel are able o communicate in 2 rudimentary fashion. They attempt
to organize their wotk in order fo communicate with the reader end give fuller, more
complete respomes than students st Level 1. Some logicst and structural development

Is evident in their atternpts st parsgraph structure; for example, they may include
introductions amd conclusions te the porsgraph,

T 1o: 340270
‘.W SUMMARY OF TES1 ]ESULTS [S)c“t:"c: Worceater —1
Ecucstional ' . 00
,“’Amum FOR WRITING - Datee  April, 1994 Grade: 8
. .".‘.. . :
PROFICIENCY ALL STUDENTS Student Categories
LEVEL Special Neads Transitional Bifingual Other
State % School®% || sutewn _Schoot % State % School % State % School %
1992 1954 1992 199¢ || 1992 1994 1992 1994 | 1992 1934 1992 1994 | 1992 j994 1992 1894
Weitng <l % 10% o 16%  10% 9% 22% % )3 0%
| 27%  34% 4% || 42% six 3% 40% 26%  33% 40%
n 2% 42% gox || sI%x  25% 35%  20% 9% 43% 60%
n 18%  13% 0% 8% 4% 1% 8% 19%  14% o%
w a0 2% 0% 1% 0% 2% 1% s 2% o%
Below Leved I:

These students are able to provide support for thelr arguments using contextul
evidence, but their responses Jack cohesion and completeness, Surface and syntax esrors
slso interfere with the reader’s ability to understand theie writing,

Levet 110

Students 1 this Jevel com munieate effectively, providing mose developed responses.
They seem aware of an Iniended aundlence, and thelr writing tends to be more formal
and objective than experientisl. The otpanizadon of thefr responses incldes a topic
senience and conclusion. They establish a priority In the presentation of thwlir idess, with
e main point(s) supported by approptiate, relevant detlls. Thele writing often benefits
tom a mote comprehensive knowledge of the subject and correct use of vocabulary.

These students have some errors in sweface features, bt those ertors are never great
encegh to interfere with commnunication.

Levet 1V:

Students at Level IV communicate with clarity and effectiveness. Their writing conveys
tn awareness of the teader and, when appropriste, a clemr volce. Their responses are
well organized, both concephaally and in terms of structure. Different components of their
response are clearly demarcated in persgraph form, with an overall coherence. They
develop their topics sublly and with perception. They use effective tanguage and a well-

developed vocabulury. as well ag including tich, interesting detalls that enbamce thelr
discussion snd sepport their purpose.

ki IO |

- yyV -




. I 38278
SUMMARY OF TEST RESULTS - ‘| oDistter  Worcester
: ' ) Schiool:
FOR READING Date: _ Apsh, 1994 Crade: 4
PROFICIENCY ALL STUDENTS Student Categories
LEVEL ' Special Needs Transitional BNinguat Other
__ Staie % _ Schaol % | State % Schaoi% | State% School % State % 8cticol %
1992 1994 1992 1994 || 1992 1994 1992 13} 1992 1994 1992 1994 1992 1994 1392 1934
Reading <1 9% 13 s 13% 8% 11% 3/ 278 7% 4% 1% 14%
) 320 4% 47% 48% 43% 50% 41% 2% % 32% 2% 49%
n 36% 40% 16% 33% 27%  30% 15%  17% krs S 11 14%  31%
] 20% 1% K} 3 8% 10% 5% 6% 3% 22% 1% 3% {33
v 3 11% . ©o% 0% 1% 4% 1% 1% ax 1% 0% 0%
Below Level I: ‘' Level 1112

The open-ended responses of studerks in this category provide insufficient information
to.evaluate thelr proficiencies. Hlowewer, students in this category ae sblc to angwer
some muliple-choice questions correctly,

Level It

Studerts st this level are able to answer muhiple-choice questions portaining to simply
writlen, reatively short narrstives, identify the setting of a story and the majot story
events, follow one-step directions, and locate information contained within the text.

Thelr vocsbulary is limited to simple, commonly used words, but they are able to
w3 comextme! clues 10 recognize ather wonds, provided that enough distingsishing festures
sre preservied.

These students experience more dilliculty when responding to open-emded questions.
They tead 1o identify details end sepest Information from the pessage rather than generate
thelr ewn responses. Although they draw upon their personal experience and common
seme, they often apply that keowlalge inspprepeiately 1o the question.

Level 10: .

Studerts at this level show sn ability to cvaluate & set of multiplecholce options.
They cam ldentily & character trail snd find literal evidence to swpport that uait, They
sre wbie 1o Idert{ly some delails that sre telsted but have difTiculty determining the most
importent idca,

These studenty are fess successful wien asked 1o construct & response to an open-
ended question. They are beglnning to wse reasoning skills but often their ressoning is
fliwed or incomplete. They are sble to take a position, although they offer no explanations;
or they may give gencrallved explsnations, mather thew wse specific textwml evidence,

Students st this proficiency level are better able to deal with longer narrative passages
of more complex style and subject matter than those st the Jower levels. Their grester
competence i tcading allows them to remember details and to provide lnferentlat evidence
thet is dependent upon & llteral Interpretation of the fext.

They possess » more elaborate reading vocabulary than students of tower levels. They
recognice the correct definitions of words, but they experience dificslty when words
are wsed In 8 more figumtive sense.

In response to open-ended questions, these students are able 1o draw conclusions with
tekmnnpponnmdcsmy.ﬁeymmom!athemh!de-ofhmcmd
89 beyond llieral isterpretation of the text. Specifically, they can Infer chmsacter tralts
and previde supporting evidence. Conversely, given an Inference, students can find relevent
support ftom the passage. Althowgh these: students can snswer the qecstions, thels
respontes are net elsbotats,

Lavel V2

These students appear to have achieved o fevel of skill that allows them to consider
passages as a totality. rather than as a soquence of sepaiate perts. They me able to
tecogabe the suthor behind the text, showing an understanding of literary devices and
;;)«.Muln mudﬂuuﬂm’slmu-ﬂmllnkhmnldmmdeby

Students at this level are proficient in & brosder range of reading materials than those
o the lower levels. They are paticulaly sdept in snsweting muli-part qoestions. They
sre able to generste full, well-developed arguments and explanations, They Justify theie
positions with appropriste swpporting evidence Mom the passage. The students wse
Information to hypothesizz and generalize. Their inferences are crestive as well as
sppropriste and clear. Thelr responses are elaborate snd coherent,

- Sy -
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TEACHER PROFESSIONAL DEVELOPMENT DATA

ke DR . DO ... |

Table 5
Expeditionary Learning Teachexr Survey:

Respondents’ Involvement in Selected Activities®

Lol
Participants | :
Nb )
Professional Development {N=173) % '
School-based planning meeting 135 - 78.0 %
Mini-sabbatical 134 77.5 13
School-based team building 105 60.7 :
One~-day Expeditionary Learning g
orientation 100 57.8 g
Summer Institute 94 54.3 ‘
City Exploration Day® 79 45.7
Pilot expedition with students 63 36.4 -
Outward Bound/Wilderness ’
Expedition 40 23.1 .
Project Adventure Adventures in
the Classroom 38 22.0
Project Adventure Adventures-based
Counseling 16 9.2
Facing History/Facing Ourselves 12 6.9 .
Education for Social )
Responsibility, Power of Numbers 8 4.6

NOTES: 3EL/OB Interim Report, February 1994.

brhe N represented is the highest number of
respondents answering any item shown in this
table.

CrResponse may duplicate responses for One-Day

Expeditionary Learning Orientation for Dubugque
teachers.
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Table 6

Expeditionary Learning Teacher Survey:
Respondents’ Ratings of the Usefulness of

Selected Staff Development Activities®

Participants Rating
the Activity as Useful
NP
Staff Development Activities {N=146) %
Designing an expedition
(curriculum development)
Very useful 34 23
Useful 91 62
Carrying out an expedition with
other teachers
Very useful 38 26
Useful 56 38
Finding out about community '
resources
Very useful 27 18
Useful 68 47
Learning about approaches to _
curriculum development from groups
such as Project Adventure or
Educators for Social
Responsibility
Very useful 38 26
Useful 53 36
Hearing about other groups’ ideas
Very useful 23 16
Useful 66 45
Team building activities with
teachers from my school
Very useful 26 18
Useful 58 40
Getting to know and work with
staff from other schools
Very useful 20 14
Useful 61 42
Presenting ideas to a larger group
{(other than your school) and
receiving feedback
Very useful 17 12
Useful 36 25

NOTES: @EL/OB Interim Report, February 1994,

brhe N represented is the highest number of
respondents answering any item shown in this
table.




B. DESIGN~BASED SCHOOL REFORM

The New American Schools Development Corporation supports nine
Design Teams who have developed and are implementing comprehensive
designs for high-performance schools. The nine designs represent
differing philosophies and varied, research-based education practices.
Ir their 1991 solicitation of reform models, NASDC specified that
designs were to integrate all elements of a school’s life. They were to
address whole schools--not just a single grade or program within a
school. Designs were to be benchmarked against demanding goals and
achievement standards. The designs were to be for all students, not
merely those most likely to succeed.

NASDC asked RAND to examine the development, initiation and
implementation of the designs as work progressed through school year

1994/95. RAND observed thaﬁ Design Teams and schools made rapid

broad visions of reform and. school change; by the fact that
transformations involved entire schools, rather than smaller programs or
design features; and through the provision of substantial technical
assistance and professional development.

RAND’s document reviews, discussions, interviews and focus groups
provided information about progress and challenges for these designs.
RAND’s analyses addressed eight program elements. These elements
simultaneously describe tﬁe school as an organization and schooling as a

process; they provide a structure for examining school-wide change.

RAND focused on elements largely common to the NASDC designs, including:
standards and assessment, curriculum and instruction, teacher
professional development, technology use, school organization and
governance, family and community services, public engagement, and
school/system/designer partnering. These components are evident in other
design-based reforms, including those of the Coalition of Essential
Schools, the Accelerated Schools Project, the Comer School Development

Program, and Success for All. The program elements are:

I progress. Analysts proposed that progress was hastened by the designs’

" 101




School Reform Elements

Standards and Assessment--Standards statements typically (1) outline the
things students should know and be able to do and (2) lay out expected
achievement levels. Assessments are the means by which student
attainment is Jjudged.

Curriculum and Iastructiom--Curriculum outlines generally follow from
standards statements and describe the knowledge and skills to be
mastered; curriculum materials typically lay out the sequence in which
learning occurs. Instruction is the means by which learning takes
place.

School Organization--The means by which (1) students are grouped in
classes and (2) programs and staff are grouped and accorded
responsibility for the student program.

Teacher Professional Davelopment--Professional development opportunities
are the formal and informal faculty offerings designed to extend and
support teachers’ knowledge and practice.

Tachnology Use--The ways that technology and information systems are
used in instruction and in support of the program generally.

School Governance--The means by which actors in the educational system
(students, parents, teachers, administrators, school board members,
district staff, state-level staff, etc.) are organized, make decisions
about and manage the school.

Family and Community Services--The social and health services provided
through the program for students, families and communities.

Public Engagement--The means by which .stakeholders are invited to become
knowledgeable about and participate in the program; these include
volunteer and teaming opportunities for parents, community members,
businesses and non-profits.

School/System/Designer Partnering--The means by which school,
jurisdiction, and design representatives initiate and rnaintain
partnerships in developing and strengthening the program.

16
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c. 1

C. OBJECTIVES STATEMENT WORKSHEET

Standards and Assessment
Objective 1:

Objective 2:

Objective 3:

Curriculum and Instruction
Objective 4:

Objective 5:

Objective 6:

School Oxganization
Objective 7:

Objective 8:

Objective 9:

Teacher Professional Development
Objective 10:

Objective 11:

Objective 12:

Technology Use

Objective 13:

Objective 14:

Objective 15:

School Governance
Objective 16:

Objective 17:

Objective 18:

Family and Community Services

Objective 19:




Objective 20:
Objective 21:
Public Engagement

Objective 22:

Objective 23:

Objective 24:

School/System/Designer Rartnering

Objective 25:

Objective 26:

Objective 27:

Comprehensive Student Performance and School Improvement Goals
Objective 28:

Objective 29:

Objective 30:

16,




COMPREHENSIVE OUTCOMES

STUDENT

PERFORMANCE DATA

WORKSHEET

ATTENDANCE - RATES

PROMOTION RATES

GRADUATION RATES

DROP-OUT RATES

DISCIPLINARY

REFERRALS/SUSPENSIONS/
EXPULSIONS

PERFORMANCE ASSESSMENT
{describe assaessment,
rubrics, scale)

DATA

1994/95

1995/96

1996/97

1997/98

TEACHER ATTENDANCE RATES

TEACHER RETENTION RATES

PARENT/TEACHER
PARTICIPATION

. CONFERENCE
RATES

PARENT VOLUNTEER RATES

FAMILY/COMMUNITY SERVICE

RATES

COMMUNITY VOLUNTEER  RATES

BUSINESS/NONPROFIT
PARTICIPATION

100
Q
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Example Dafinitions for Comprehensive Outcoma Data

Student Performance  Data
1. Attendance rates--percent of students present on an average school
day from 9/30 through 6/1 (or during the official school year).

2. Promotion rates--percent of students advanced to a higher grade or
instructional level at the conclusion of the school year.

3. Graduation rates--number and percent of students completing minimum
requirements for a high school diploma.

4. Drop-out rates (for middle and high schools)--number and percent of
high school students withdrawing from high school (without transferring
into another academic program) between 9/30 and 6/1 (or prior to
completion of the high school program); readmitted students dropping
out on a second or subsequent occasion should be counted once.

5. Disciplinary referrals/suspensions/expulsions--number and percent of
students suspended, expelled or officially referred (beyond the
classroom level) for disciplinary action.

6. Performance assessment data (if available from an ongoing program)--
summary information from performance-based assessments, including
nurmbers and percents of students scoring at each standard or scale
level, copies of the standard or scale descriptions/rubrics, and sample
student work.

School Performance Data

7. Teacher attendance rates--number and percent of instructional staff
present in school or in an approved teacher professional development
session on an average school day during the official school year.

8. Teacher retention (in the school) rates--number and percent of
instructional staff retained in the school from each of (1) the

beginning to end of the official school year and (2) one academic year
to the next.

9. Parent/teacher conference participation rates--percent of students
for whom a parent or guardian attended official conferences.

10. Parent volunteer rates--numbers of parents (and percents of
families) volunteering and participating in the instructional program,

in administrative support of the program, in fundraising actives, and in
extracurricular activities.

11. Family and community service utilization rates---by service category
and overall, the numbers of (1) school families and (2) community

members using social and health support services provided by the
program.

12. Community member volunteer rates--numbers of community members (not
school families) volunteering in the instructional program, in

administrative support of the program, in fundraising activities, and in
extracurricular activities.




13. Numbers of businesses/nonprofits participating in the program--
numbers of businesses partnering with or participating in the school in
support of the instructional program and in administrative and financial
support.

100




E. PROGRESS INDICATOR/BENCHMARK WORKSHEET

OBJECTIVES INDICATORS SPRING 1996 SPRING 1997 SPRING 1999

¢ Standards and Assessment

Objective 1:

Obijective 2:

Objective 3:

¢ Curriculum and Instruction

..

Obijective 4

Obijective 5:

Obiective 6

..

* _School Organization

Obijective 7:

Objective 8:

Obijective 9:

¢ Teachar Professional

Devalopment

Obijective 10:

Objective 11:

Obijective 12:




* Technology Use
Objective 13:
Obiective 14:

Objective 15:

* School Governance

Obiective 16:

Objective 17:

Objective 18:

* Family and Community

2%

R

Servicas S R

Objective 19:

Objective 20:

Objective 21:

e Public Engagement

Obijective 22:

Objective 23: .

Objective 24:

e School/System/Designer

RS

Partnering

Objective 25:

---------u--—-----

N




Objective 26:

Objective 27:

¢ Comprehensivea Student
Performance and School

Improvement Goals

Objective 28

Objective 29:

Obijective 30:

1:.

ERIC
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F. DATA COLLECTION WORKSHEET

GOALS INDICATORS DATA COLLECTION DATA SOURCE DATA COLLECTION

WINDOW
e

e Standards and Assessment

Ob1jective 1:

Objective 2:

Objective 3:

A
SRR

¢ Curriculum and Instruction

2

%

%
2

Ob1jective 4:

Obdective 5:

o]
Obijective 6:

¢ School Organization 3

T

N
3
2
5

X

Objective 7:

Objective 8:

Objective 9:

¢ Taeacher Professional

Davelopment

Obdjective 10:

Obijective 11:

Obdjective 12:

1i:
ERIC |

Aruitoxt provided by Eic:




LRI

PAruntext provided by eric
—

* Technoloqy Use

Obijective 13:

Objective 14:

Objective 15:

e Schocl Governance

L

Objective 16:

Obijective 17:

Obijective 18:

¢ Famlly and Community

Services

%
2
4
4

900008

DRRLES

Objective 19:

Obijective 20:

Objective 21:

» Public Engagement

Objective 22:

Objective 23:

Obiective 24:

¢ School/System/Designer
Partnering

Objective 25:

14
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Obijective 26:

Objective 27:

S S RS
s Comprehensive Student 3
Parformance and School
Improvement Goals ; ST e

Objectivé 28:

Objective 29:

Objective 30:
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G. 1

G. IMPLEMENTATION OBSERVABLES CHECKLIST

Standards and Assessment

D0 Standards statements

m] Schedule of training and materials given to teachers to help
them understand new 3tandards

] List of names of members of local standards committees ad
example minutes of meetings copies of materials given to
students, parents, and/or community members explaining new
standards

@] Available documentation on the lirks between standards and
curriculum, and standards and assessments

m] Schedule of training and materials given to teachers to do
portfolio assessments and other new assessments
Samples of portfolios assessments
Samples of alternative assessment tasks not part of portfolios

o Statements of examples of scoring criteria for portfolios and
non-portfolio assessments
Documentation of changes in student achievement

Documentation on the links between curriculum and assessments

Curriculum and Instruction

0 Examples of lesson plans, units of study, etc.

0 Number of lesson plans or units of study developed versus
number remaining to be completed to cover full curriculum by
grade level

@] Sequence across grades of new curriculum (schedule for a
student)

Other changes to courses, course content,-and course sequencing
Documentation of connections to community in curriculum areas

0 Description of quality control mechanisms in place for newly
developed curriculum. For example, teacher peer review, review
by design team, etc. And, evidence of subsequent changes or
dropped units (for example, five units dropped after peer

review)




G. 2

a Schedule of training and materials for teachers for new
curriculum
Schedule for completion of all required curriculum units
Schedule for adoption of instructional strategies
Schedule and materials provided teachers for new instructional
strategies

0 List of places teachers use for community as classroom
List of when the community has come into the classroom -
speakers, performers

(m Example of schedule that allows for students’ individual

choices

School Organization

(m] Teachers’ school day schedule demonstrating time for teaming,
curriculum writing, paperwork, etc.

0  Documentation of new/changed staffing pattern. including master
teachers, apprentices, aides, volunteers, facilitators

] List of new grade combinations, teacher team combinations,
etc., and when they went into effect

0 Relative number of classes covered by these new combinations
versus classes that have not converted

0 Description of student placement procedures

Teacher Professional Davelopment

0 Schedule of teacher professional development meetings

Workshop materials

] Workshop attendees roster
(] School visit agendas
0

Documentation of ongoing teacher collaboration

Tachnology Use

0 List and location of newly purchased, design related equipment

(classroom, labs, principal’s office)
Schedule for purchasing more design related equipment
Schedule and materials for training

List of software programs/packages used

ERIC Lec

Aruitoxt provided by Eic:
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G. 3

Examples of curriculum units incorporating technology

School Governance

0

0O 0o o o o

Family

Public

List of names of members of various committees required by
design

Schedule and materials for training in new governance roles
Schedule of committee meetings and examples of minutes from
meetings

Significant products of the committees, such as new schedules
for courses, standards for exemplary student products, new
standards, plans for technology, school improvement plans
Newly developed rules, regulations, master contracts, site-
based management plans, waivers, and district-school agreements
about school level control over budget, hiring, firing,
evaluation, or mission

List of incentives to encourage new behaviors

Master contract changes to accommodate these roles

Grievances filed concerning new roles

Hiring/layoffs due to design implementation

Description of new roles for administrators

and Community Services

Name of social services coordinator for school
Schedule for different activities

Indicators of utilization of or participation in these services

Engagement

Schedule of public meetings

Materials explaining reform program for parent and community
audiences

Materials explaining reform for education stakeholder audiences
Samples of newspaper articles and newsletters for lay
consumption

Community volunteer roster

Business/nonprofit participation agreements

1eo




School/System/Dasign Partnering
a Statements of partnership objectives
a Schedules for and minutes from partner meetings

] Products jointly developed by partners

1t
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H. CLASSROOM OBSERVATION GUIDE

CLASSROOM FRACTICES: A GUIDE FOR ATLAS OBSERVATIONS!

1. Are students spending a good deal of time talking with one another

and the teacher: sharing, questioning, discussing, debating?

2. Are students regularly involved in efforts to demonstrate their
understandings within and beyond their classroom: e.g. communicating
knowledge to others; advocating solutions to problems; providing
assistance to others; creating performances or products with utilitarian

or aesthetic value?

3. Do students have regular opportunities to work cooperatively? To
reflect on their work and share it with others? Do students solicit and

welcome contributions from others?

stimulate real-life work and sharing among the students?

5. Do teachers and students regularly work on problems or issues that

they see as connected to their personal experiences or contemporary

concerns?

6. Do the produscts students are being asked to produce require them to
think critically or creatively; to conduct research; to examine
perspectives; to analyze, evaluate, and to come to conclusions: to

communicate thoughtfully; to create or design original works:; to conduct

real-life tasks?

7. Does the teacher appear to know each student well? Does s/he know
students' strengths and needs? Does s/he appear to tailor her/his

interactions and requests accordingly?

I 4. Are the materials that are employed thought-provoking? Do they
il

IATLAS, 1994.
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H. 2

8. Is the classroom atmosphere welcoming, warm. and energized? Are
students working: Are they respectful of one another? Are students'

works posted? &re only exceptional works posted?

9. Does the teacher move about the room and make close contact with

each student? Does s/he actively seek to engage each student in some
fashion?

10. Does the teacher clearly communicate his/her expectations and are

they challenging (as represented through the work that's required of
students) ?

11. Does the teacher regularly collect a variety of data, through
portfolios, classroom exhibitions, tests, quizzes, homework, and other

products to monitor students' performance and progress?

12. Does the teacher check students' performance on products, hold
students accountable for quality work, clearly communicate results to

students, celebrate success, and motivate students to persist in the

face of occasional setbacks?

13. How much time does a teacher spend:
. presenting factual information,
. discussing factual information with students,
. posing challenging questions about information (and encouraging
students to do the same), and allowing students to make meaning

of the information through the pursuit and discussion of these

questions?

14. Does the teacher devote significant time to teaching and assessing

reading, writing, speaking, research, and other content-specific basic
skills?

15. Does the teacher allow students to take optimal and appropriate

responsibility for their own learning, given their particular
developmental level?

16. When engaged in questioning activities, does the teacher allow

students sufficient time to think about and answer the questions? Are

o
~
-
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H. 3

students expected to answer the questions in complete sentences and with
depth? Does the teacher probe for greater detail, clarity, or
thoughtfulness when answers are brief, sketchy, or superficial? Does
the sequence of questions (to one more students) build coherently on

participants' ideas?
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Modern Red Schoolhouse
Teacher Survey
1995

Instructions

This is a survey for teachers participating in the Modern Red Schoolhouse
initiative. It is intended to help us gauge the degree to which you think you
understand various elements of the design and the degree to which you think the
design has affected student behavior and learning. We realize that, for instance,
with changes in student learning, it is hard to know exactly which program
elements are having the biggest effect on students. Your best judgment is all that
we can ask.

Keep in mind that your honest assessment will be the most helpful to our work.
Knowing the strengths and weaknesses of any effort can only make it better.
Your comments will be kept strictly confidential. All reporting within Hudson
will be done only at a schoo! level. Results distributed to the public will not
identify the name of any school with any responses from this survey.

Please read through the instructions below and then proceed to answer the
questions in a way that best describes your response to each question.

1. Write your name on the cover sheet and detach it. Your site coordinator
will collect it prior to the time you begin the survey.

2. Please complete the survey during one sitting if possible. We estimate
that it will take approximately a half hour.

3. All of the questions require one response only. Please select only one
of the many response choices given.

4. When you have completed the survey, please return it to your site
coordinator by no later than Thursday, March 9th.

We indeed thank vou for your assistance and cooperation!

1ey
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TEACHER SURVEY

Please indicate your responses by marking your answers directly on this questionnaire.

Project Effectiveness

Please provide your best estimate of how the Modern Red Schoolhouse design has improved
your school in the following areas: (Circle either “3, 2 or 1”).

1.

Teachers use of
technology in their classrooms

Teachers’ roles in making
school decisions

School autonomy
Leadership skills

Parent involvement
Community involvement

Students’ engagement with
learning

Achievement levels of
all students

Some None
2 1
2 1
2 1
2 1
2 1
2 1
2 1
2 1
TEASURV95-03

11)(?
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' Teacher Survey
Please indicate how well you understand each of the following Modern Red Schoolhouse concepts,
very well, well, somewhat, or not well. (Circle the number that best describes your judgment of how
' well you understand each concept.)
A\
o
o
| §
&
N
1 3
& & &
: § o8
| £ & &
/’ /~$ 4 > 4 ) 4 *
”
l “ i y iy
. MRSH standards 5 4 3 2 I
' 10. Core Knowledge
curriculum. 5 4 3 2 1
n I1. Work force skills 5 4 3 2 1
12.  Character development
' through establishing core
virtues with community. 5 4 3 2 1
13. School autonomy 5 4 3 2 1
l 14. Developing a staffing
structure that matches needs
' of students 5 4 3 2 1
15.  Continuous progress to all
' students 5 4 3 2 1
' 16. The Individual Education
Compact (IEC) 5 4 3 2 1
17.  Technology and information
. networks _ 5 4 3 2 1
l 18. Primary, Intermediate, and
Upper divisions 5 4 3 2 ]
19. Parental choice 5 4 3 2 ]
. 20. Hudson Units 5 4 3 2 1
21. Watershed assessments 5 4 3 2 1
I 22, Student Reports s 4 3 2 1
23. School Reports 5 4 3 2 1
l 24. Pre-school consortium 5 4 3 2 1
25. Parent involvement 5 4 3 2 1
26. Parental Information Centers 5 4 3 2 1
' 27. Community support
services for students 5 4 3 2 1

to




Teacher Survey

Please indicate the extent to which each of the following Modern Red Schoolhouse concepts.is observ-
able at your school. (Circle the number that best describes the level at which each listed concept is in
place at your school.)

5 =/implemented Sully

T 4= implemented to a large degree @Qp ® &&
3 = implemented to a moderate degree e&' &,‘b " e\‘\e
2 = minimally implemented \p{% ‘&Q' ) ‘\p\ . (‘\Q\
1 = has not been implemented %&\;3 \00 obg' . &\0\\ ‘\0‘\

6// bt// '5/ ‘1‘// \'//

28. MRSH standards ) 4 3 2 1
29. Core Knowledge

curriculum 5 4 3 2 1
30. Work force skills 5 4 3 2 1
31.  Character development 5 4 3 2
32. School autonomy ) 4 3 2 1
33. A staffing structure that

matches needs of students ) 4 3 2 |
34.  Continuous progress to all

students 5 4 3 2 |
35. The Individual

Education Compact (IEC). 5 4 3 2 1
36. Performance grouping 5 4 3 2 1
37. Multi-age homerooms 5 4 3 2 1
38. Technology and information

networks S 4 3 2 1
39. Primary, Intermediate, and

Upper divisions S 4 3 2 1
40. Parental choice to attend

this school S 4 3 2 1
4]. Hudson Units S 4 3 2 |
42. Watershed assessments ) 4 3 2 1
43. Student Reports 5 4 3 2 1
44.  School Reports 5 4 3 2 1
45. Pre-school consortium S 4 3 2 1
46. Parent involvement S 4 3 2 1
47. Parental Information

Centers S 4 3 2 1
48. Community support

services for students 5 4 3 2 ]

« | NP5 ;




Teacher Survey

Please provide your best estimate of the degree to which the academic achievement of your students has been
improved by these Modern Red Schoolhouse elements.

5 = Very Positive effects. m&. @g&. «,&' m&' N
4 = Some Positive effects. Q'e{\ . Qg," . Qq,"' Q‘& A
3= No effects. & & ) o« 3 &
) & 0 » % ¢\
2 = Some Negative effects. R0 S & eﬁ @ &
1 = Very Negative effects. qmd 30«' A0 coo'& de @0\
0 = Not implemented at this time ? 54 n? N7 \7 o7
49, MRSH standards 5 4 3 2 1 0
50. Core Knowledge
curriculum 5 4 3 2 1 0
51, Work force skills 5 4 3 2 1 0
52. Character development 5 4 3 2 1 0
53. School autonomy 5 4 3 2 1 0
54. A staffing structure that
matches needs of students 5 4 3 2 1 0
55. Continuous progress to all
students 5 4 3 2 1 0
56.  TheIndividual
Education Compact (IEC). 5 4 3 2 1 0
57. Performance grouping 5 4 3 2 1 0
58.  Multi-age homerooms 5 4 3 2 1 0
59.  Technology and information
networks 5 4 3 2 1 0
60. Primary, Intermediate, and
Upper divisions 5 4 3 2 1 0
61. Parental choice to attend
this school 5 4 3 2 ] 0
62. Hudson Units 5 4 3 2 1 0
63. Watershed assessments 5 4 3 2 1 0
64. Student Reports 5 4 3 2 1 0
65. School Reports 5 4 3 2 1 0
66. Pre-school consortium 5 4 3 2 ] 0
67. Parent involvement 5 4 3 2 ] 0
68. Parental Information
Centers 5 4 3 2 ] 0
69.  Community support
services for students 5 4 3 2 1 0
1oo




Teacher Survey

How often do some students demonstrate the following behaviors in your classroom: everyday, several
times a week, several times a month, or never?

¢
&8
& &
X &
¥ & & o &
¢ v & ¢
2 & S N
s v 2”& v
» Y Ao Q

70.  Students bring items from home

which support school studies 3 2 1 0
71.  Students finish work and

have nothing to do 3 2 1 0
72. Students work in small

groups to solve complex

problems 3 2 | 0
73.  Students talk about what

they learn in class outside

of the classroom 3 2 I 0
74.  Students are frustrated and

confused over assignments 3 2 1 0-
75.  Students complete work and

don’t know what to do next 3 2 1 0

1o




Teacher Survey

About how aoften do some students in your classroom do the following: everyvday, once or twice a week,
once a month, hardly ever, or never?

&
¢
¥ & <
W (‘*‘\ & s
(A 9 & \ N
Q;l 01\' 0\\ k\o e&
. 7 7 7 2

5 A % Y A

76. help other students having

l difficulity with an assignment 5 4 3 2 1
77. work in performance level groups 5 4 3 2 1
' 78. skip class 5 4 3 2 1
. 79. misbehave and disrupt others
from learning 5 4 3 2 1
' 80. work one-on-one
with you S 4 3 2 1
l 81. work with another
student having a different skill-
' level in a particular subject S 4 3 2 1
82. work alone 5 4 3 2 1
I 83. read books that are
not assigned S 4 3 2 1
' 84. obtain assistance from an
adult volunteer or other staff
l member 5 4 3 2 ]
85. | decide how to present
' what it is they have learned. S 4 3 2 1
' 86. use computers to
support academic activities. 5 4 3 2 ]
I 87.  usethe school library
to find resources for projects. 5 4 3 2 1




Teacher Survey

School Climate
Following are a number of statements that might be made about your school. Please indicate your level

of agreement with the statement by circling a number between 5 (Strongly agree) and 1 (Strongly
disagree) on the scale located to the right.

Strongly Strongly
Agree Disagree

88.  The school has a written mission

statement that is shared by all

stakeholders. 5 4 3 2 1
89. This school’s mission statement

makes direct reference to teaching

and learning for all. 5 4 3 2 1
S0. What must be learned, and who is

accountable, is clear at this school. 5 4 3 2 1
91.  The climate of the school reflects the

belief that all students can succeed. 5 4 3 2 1
92.  School goals and objectives are clearly

stated in a way that provides direction 5 4 3 2 1
93.  School goals and objectives are

achievable. 5 4 3 2 1
94.  School goals and objectives are

translated into action plans by staff. 5 4 3 2 1
95. At this school we are trying to

build a community of shared

values and beliefs. 5 4 3 2 1
96. This school fosters a sense of owner-

ship and leadership among staff by

involving them in decisions about the

school and school programs. 5 4 3 2 1
97.  lamsatisfied with the level and

nature of my involvement in decision-

making. 5 4 3 2 1
98. In this school I am encouraged to

experiment with my teaching. 5 4 3 2 1

&) 1 oZ) U




Teacher Survey

Following are a number of statements that might be made about your school. Please indicate your level of
agreement with the statement by circling a number between 5 (Strongly agree) and 1 (Strongly disagree) on the
scale located to the right.

Strongly Strongly
Agree Disagree

99.  Teachers at this school have high
expectations for their own
performance. 5 4 3 2 1

100. At this school there are a broad
array of teaching strategies being _
implemented. 5 4 3 2 1

101.  Staff morale is high—administrators,
teachers, and other school staff
exhibit pride in the school. 5 4 3 2 1

102. Student morale is high—students
exhibit pride in the school. 5 4 3 2 1

103.  We have the tools to appropriately
monitor student progress at this
school. 5 4 3 2 1

104.  Student progress is best measured
through the use of norm-referenced
tests. 5 4 3 2 1

105.  Results of measurements of student
progress are appropriately used to
improve individual student
performance and guide instruction. 5 4 3 2 1

106.  This school has good alignment
between the written, taught and
tested curriculum. 5 4 3 2 1

107.  This schoot is making good use of
technology by both teachers and
students to monitor learning
progress. 5 4 3 2 1

108.  This school is making an appropriate
move toward more authentic forms of
assessment. 5 4 3 2 1




Teacher Survey l
Following are a number of statements that might be made about your school. Please indicate your level
of agreement with tl;e statement by circling a number between 5 (Strongly agree) and I (Strongly disagree)
on the scale located to the right. .
Strongly Strongly l
Agree Disagree
109.  The atmosphere of this school '
is professional. 5 4 3 2 1
110.  The environment of this school is '
conducive to learning. 5 4 3 2 1
111.  Students at this school work well I
together. . S 4 3 2 1 l
112.  Teachers at this school express a good
deal of collegiality among their peers. 5 4 3 2 1 '
113.  Leadership abilities are nurtured at this
school for both teachers and students. 5 4 3 2 1 '
114.  School and classroom environments are
safe for people and property. 5 4 3 2 1 I
115.  Staff accept and take responsibility for
school rules and standards. 5 4 3 2 1 '
116.  Students accept and take responsibility
for school rules and standards. 5 4 3 2 1 l
117.  TIhave a sense of satisfaction in my
professional role and feel I have a .
positive impact on students. 5 4 3 2 1
118.  Staff members are recognized for a .
job well done. 5 4 3 2 1
119.  Parents understand and support '
the mission of this school. S 4 3 2 1
120.  Parents volunteer as much as they l
need to at this school. S 4 3 2 1 l
Q 1 3 L '
ERIC ~ 9




Teacher Survey

Following are a number of statements that might be made about your school. Please indicate your level

of agreement with the statement by circling a number between 5 (Strongly agree) and 1 (Strongly disagree)
on the scale located to the right.

Strongly Strongly
Agree Disagree
121.  This school is working adequately
on building authentic partnerships with
parents on issues pertaining to school
governance. 5 4 3 2 1
122.  This school is adequately working
on building authentic partnerships
with parents on issues pertaining to
student learning. 5 4 3 2 1
123.  This school offers parents training
in how to support their children’s
learning. 5 4 3 2 1

In comparing student behavior in your classroom this academic year with the previous year,
what is your best estimate of the following:

124. Student attendance is:

Q  Dbetter 0O  worse 3  thesame
125.  Studentinterest in learning is:
O  better Q worse 0O thesame

126. Student misbehavior is:

Q  better O  worse Q thesame




Teacher Survey

127.  In general, how would you now characterize your support of the Modern Red Schoolhouse
program in your school? Please circle one response.

Strong Moderate Slight Slight Moderate Strong
~ Support Support Support Opposition  Opposition  Opposition
6 5 4 3 2 1

Below are questions that are intended to gather information about teachers as a group. Please com-
plete the following information about you. (Circle the letter that applies).

128. Sex: ( A )Male ( B )Female
129. Ethnicity ( A) Caucasian (B)Latino (C) Native American
(D) Black (E)Asian (F)Other
130. How many years including this one have you participated in the Modern Red Schoolhouse
project?
A. Since our school considered joining, 1992.
B. Fall, 1993.
C. Fall, 1994.

D. Other, please specify:

131.  Please indicate whether or not you participate in any state or district performance pay
or incentive wage program.

A. I do participate in a performance pay or incentive wage program.
The name of the program is:

B. I do not participate in a performance pay or incentive wage program.

132. How many years of full-time teaching experience do you have?
A More than 20 years.

B. 15 - 19 years.
C. 10 - 14 years.
D. 5 - 9 years.

E. 1 - 4 years.

133.  How many years have you taught bilingual/LEP/bicultural students (including
this year)? years or,

Q I have never taught bilingual/LEP/bicultural students.

1‘1(/




Teacher Survey

Academic/Professional Background
134. What is the highest degree you have received?

( A) Bachelor’s + teaching credential ( D ) Master’s + units beyond

( B ) Bachelor’s + some units beyond ( E ) Doctorate
credential ( F) Other

(C) Master’s (specify)

135. Please indicate your certification and the subjects, grade levels, and specialties for
which you are qualified: (Check all that apply)

A. State Department of Education. Please name the states:

B. National Board for Professional Teaching Standards. Please name
the subjects:

C. Other, please specify):

D. I am not certified by any legal entity as of the date of this survey.

specialization. (Circle all that apply.)

( A ) General Elementary (E) Single Subjects

( B ) General Secondary (F) Bilingual

( C) Special Emergency (G ) Early Childhood

( D) Multiple Subject ( H) Special Education
(1) Other:

If you have any other comments about the positive or negative effects of the Modern Red Schoolhouse
program in your school, please provide them in space provided below.

THANK YOU FOR YOUR COOPERATION IN COMPLETING THIS SURVEY.

' 136. Please indicate which teaching credentials you have and specify the content area of

ERIC 1a1 12




Los Angeles
Learning Center

Administrator Survey
1994

Name

First
Please Print Clearly

Last

14z




ADMINSTRATOR QUESTIONAIRE
1994

INSTRUCTIONS

Dear Administrator:

Your response to this survey will shed light on the many changes
that are taking place at your school as part of the Los Angeles Learning
Center (LALC), funded by the New American Schools
Development Corporation (NASDC). The survey is part of a two-year
evaluation of the overall LALC program for NASDC. It is being conducted

. by the Center for the Study of Evaluation at UCLA.

The purpose of the evaluation is to discover how the LALC design is
implemented at your school and what are the effects on teachers, students
and the school as a whole.

In the future, it will be very interesting to look back and see what
changes and progress have occurred. When these data are combined with
data from other NASDC schools across the country, the results will help us
all understand the value of what you are being asked to do. In the interim,
the LALC Management Team may provide your site-based management
council with feedback from the program evaluation that might be of value to
your school.

We need you to be candid with us. The information is confidential and
no one’s name will be used. Your participation is voluntary, and you may
decline to answer any question. Feel free to add additional comments to
ehelp us understand and shape this project.

Many thanks for your cooperation!

If you have any questions, please call Pam Aschbacher at CSE
(310/206-1532).




Los AngeLes LEARNING CENTER ADMINISTRATOR SURVEY-94

ID#

. CSE will complete

Los Angeles Learning Center

Principal and Assistant Principal Survey
1994

o

How many years have you been a school administrator prior to this year?
(public or private schools)

2. How many years have you been an administrator at this school prior to this
year?

3. Sex: Q Female Q Male

4. Do you consider yourself bilingual? (in Spanish and English)
Q Yes with bilingual credential
Q Yes, without credential

O No

5. List any professional networks or organizations to which you currently belong
(such as Association for Supervision and Curriculum Development, etc.):

1<
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“‘Los AnGELES LearNiNG CENTER ADMINISTRATOR SURVEY-94

How clear and well described are these LALC concepts so that they can be
implemented at Elizabeth Street School?
(circle a number for each concept listed)

5=very clear and well described 2=unclear and not well described
4=clear and well described 1=very unclear and not well described
3=somewhat described

“Moving Diamond” system of child advocacy 1 2 3 '4 5
Multi-age clustering of students 1 2 3 4 5
Collaborative planning by teacher teams 1 2 3 4 5
Thematic, interdisciplinary curriculum 1 2 3 4 5
Instruction based on current theories

of learning and multiple intelligences 1 2 3 4 5
Community as integrated resource 1 2 3 4 5
School-based health and social services 1 2 3 4 5
Technology as integrated classroom resources 1 2 3 4 5
Teachers as continual learners 1 2 3 4 5

Teachers sharing in school decision-making
and governance 1 2 3 4 5

. How is your job different under the LALC program?

qu)




Los AnceLes LEARNING CENTER ADMINISTRATOR SURVEY-94

8. In general, how would you characterize your attitude toward the LALC
program at your school? (Circle one.)

strong moderate slight slight moderate strong
opposition opposition opposition support support support
1 2 3 4 5 6

9. What aspects of the LALC program do you feel most enthusiastic about?

10. What aspects do you feel most uncomfortable or uncertain about?

11. What influence, if any, has the LALC Program had to date on these aspects

of your job?
7 = big increase 3 = small decrease
6 =moderate increase 2 = moderate decrease
5 = small increase 1 = big decrease
4 = no change 0 = don’t know

a. Exchange of ideas with colleagues and
staff at the school 6 1 2 3 4 5 6 17

b. Exchange of ideas with colleagues
outside the school 0 1 2 3 4 5 6 7

c¢. Opportunity to use my special
strengths, interests and expertise 0 1 2 3 4 5 6 17

d. Enthusiasm for duties as an
administrator 0 1 2 3 4 5 6 17

140




" Los ANGELES LEARNING CENTER ADMINISTRATOR SURVEY-
11. (con't)
e. Pride in my profession 0 1 2 3 4 5 6 17
f Interest in working with parents 0O 1 2 3 45 6 7
g. Role in school decision-making 0 1 2 3 45 6 17
h. Using technology in my work 0 1 2 3 45 6 7

i. Interest in becoming (more) fluent
in a second language 0 1 2 3 4 5 6 17

j.  Understanding how people learn
and change 0 1 2 3 4 5 6 17

k. Understanding what motivates people to
learn and change 0 1 2 3 4 5 6 17

. Involvement in students’ health, safety,
and psychological well-being 0 1 2 3 4 5 6 7

m. Effort it takes to do my job 0 1 2 3 4 5 6 7

n. Time spent outside school hours
that relate to duties as an
administrator 0 1 2 3 4 5 6 7

0. Access to interesting people and

opportunities 0 1 2 3 4 5 6 1
p. Other: 0 1 2 3 4 5 6 7
1 "’i ,'.
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Los ANGELES LearNING CENTER ADMINISTRATOR SURVEY-

a. Teachers are involved in making

decisions that affect them

The school administration’s bahavior
toward teachers and others is
supportive and encouraging

I feel comfortable voicing my
concerns in this school

I have influence on the decisions
that directly affect me

The Lead Teacher position is helpful

I am certain I am making a difference
in the lives of the students

Compared with other administrators

in this district, my professional
workload is fair and reasonable

This school makes an effort to reach
out to the community

My work in this school is evaluated fairly

Most of the staff share my beliefs and
values about the central mission
of the school

Goals and priorities for the school are clear

I feel accepted and respected as a
colleague by most staff members

12. Indicate the extent to which you agree/disagree with the following:

strongly
agree

strongly
disagree
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2

lad




Los ANGELES LEARNING CENTER ADMINISTRATOR SURVEY-94

12. (Con't)

m. There is a great deal of cooperative
effort among staff members 1 2 3 4 5 6

n. Students here want to be

high achievers 1 2 3 4 5 6
o. Students here look out

for each other 1 2 3 4 5 6
p. The LALC program at this school will

be good for our students 1 2 3 4 5 6
q. Administrators in this school are

continually learning and seeking

new ideas. 1 2 3 4 5 6
r. We pay attention to students’ feelings 1 2 3 4 5 6
s. The parents really appreciate what we

are trying to do at this school 1 2 3 4 5 6

t.  Parents support their children's learning 1 2 3 4 5 6

u. There is good communication
at the school 1 2 3 4 5 6

v. The LALC program is asking us to
make too many changes at once 1 2 3 4 5 6

w. Students here are capable of

high achievement 1 2 3 4 5 6
x. The LALC program is worth all the
time and effort 1 2 3 4 5 6
9




Los ANGELES LEARNING CENTER ADMINISTRATOR SuRveY-94

13a. What kind of effects, if any, has the LALC program had on students so far?

13b. How do you know?

14a. What effects has the program had on teachers so far?

14b. How do you know?

15a. What effects has the program had on others so far?

10
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Los ANGELES Learning CENTER ADMINISTRATOR SuRVEY-94

15b. How do you know?

16. What are the biggest barriers you face implementing the LALC program?

~17. What kinds of support or resources are or would be most helpful to you?

1. What should we do differently at the second NASDC site?

19. Please tell us anything more you'd like us to know about the LALC program
at your school.

"~ Many, Many: THanKs For CompLETING THIS Survey!!

1
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School
Grade Levels Served
Full Time / Part Time

Date

Code Number

Roots and Wings School Staff Survey

Please indicate your agreement or disagreement with the following statements about the
Roots and Wings (R&W) components. Rate the actual value of each component to
your school. If you are unfamiliar with the component indicated in an item, leave that
item blank.

ACTUAL VALUE

Not
Some- Familiar
Very what Not With
Valuable Valuable Valuable Valuable Component
4 3 2 1 NF
The Instructional Philosophy 4 3 2 1 NF
of Roots and Wings
The Birth-to-Age-Three 4 3 2 1 NF
Components of the Program
The Kindergarten Program 4 3 2 1 NF
(STaR/Thematic Units) '
The Reading Roots Program 4 3 2 1 NF
(Grade One)
The Reading Wings Program 4 3 2 1 NF
(Grades Two-Five)
The MathWings Program_ 4 3 2 1 NF
The WorldLab Program 4 3 2 1 NF
More —
152 L. Dolan — Last Updated 1/31/95




ACTUAL VALUE

4

Very
Valuable Valuable V
3

Not
Some- Familiar
what Not With

aluable Valuable Component
2 NF

1

8. The Cooperative Learning 4 3 2 1 NF
Strategies

9. The Family 4 3 2 1 NF
Support/Enhanced Pupil
Services Team

10. Tutoring | 4 3 2 1 NF

11. The Technology Included in 4 3 2 1 NF
the Program

12. The Special Education 4 3 2 1 NF
Practices of the Program

13. The Staff Development 4 3 2 1 NF
Received to Support the
Program

14. The Instructional Facilitator 4 3 2 1 NF

15.. The Family Support 4 3 2 1 NF
Coordinator

16. The Parent Involvement 4 3 2 1 NF
Programs

17. The After School/Extended 4 3 3 1 NF
Day Program

18. The Family Health Center 4 3 2 1 NF

19. The Level of Support for the 4 3 2 1 NF
Program by the Principal

20. The Level of Support for the 4 3 2 1 NF
Program by the Teachers

15,
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21. The Level of Support for the 4 3 2 1 NF
Program by County
Supervisors

22. The Level of Support for the 4 3 2 1 NF
Program by Johns Hopkins
Developers and Trainers

Please indicate your agreement or disagreement with the following statements.

RATE THE FOLLOWING
Strongly Un- Strongly
Agree Agree  Decided Disagree Disagree
23. R&W has had a positive SA A U D SD
impact on student
achievement.
24. R&W has had a positive SA A U D SD
impact on student
motivation and attitudes
25. R&W has had a positive SA A U D SD
impact on the learning of at
risk students.
26. R&W has had a positive SA A U D SD
impact on the learning of -
gifted students.
27. R&W has had a positive SA A U D SD

impact on the staff attitudes
toward teaching.

28. R&W has had a positive SA A U D SD
impact on teachers’
instructional strategies and
professional growth.

29. R&W has been a positive SA A U D SD
collaboration between the
District, the State Education
Department, and Johns
Hopkins University.

30. ] want R&W to continue at SA A U D SD
my school in the future.

' towards learning.

154 L. Dolan — Last Updated 1/31/95




Do you have any suggestions for improving the Roots and Wings program? If so,
please describe below.

155
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EXPEDITIONARY LEARNING OUTWARD BOUND
SIXTH GRADE QUESTIONNAIRE
1995

The following questions ask you to check or write in an answer. Please read the directions for each
question carefully. Choose the answer that is most true for you.

I First, tell us something about yourself and your family.

l. What grade are you in?

2. What is your date of birth? (write in)

month day year
3. What is your gender? (mark one)
Male . ... ... .. .. . . O
Female ........................ O
4. Which best describes you? (mark one)
a. Hispanic/Latino(a) ............... O
b. Black, non-Latino(a) ... ........... O
c. White, non-Latino(a) . . . .. ......... O
d. Native American or Alaskan Native .... O
e. Asian or Pacific Islander ... ........ @)
f. Other___ ... ... @)
(write in)
5. What language do the people in your home usually speak? (mark one)
a. English ... ........ .. .......... O
b. Spanish . .. ................... O
c. Other_ . ............. O
(write in)
6. Are you eligible for free or reduced-price lunch? (mark one)
Eligible for freelunch .. ............. O
Eligible for reduced-price lunch .. ... .. .. @)
Noteligible . . . ................... @)
Idontknow . .................... O




II.

10.

1.

12.

13.

The next set of questions ask you to think about your experience this year in an
Expeditionary Learning/Outward Bound School.

Are you new to this school this year?

Yes .. ..... O (If yes, goto Q. 8)
No ....... O (If no, skip to Q. 9)

If you are new to this school, in what ways is this school different from your school last
year?

What I like most about school this year is:

What I like least about school this year is:

Something I thought I could not do, but tried this year is:

The accomplishment that I am most proud of this year is:

Subject(s) that I am not learning this year (but should be learning) are:
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14.

III.

15.

16.

17.

18.

19.

20.

21.

22.

23,

24.

25.

26.

If you were in this school last year, are there things in the school that have changed? Please
describe (for example, amount of work, teachers, opportunitics to do work outside of school):

Check the response that best describes how you think.

Most of

Always  the time Sometimes
My teachers expect a lot of work O O O
from students in this school.
Students in my class are involved O O O
in the planning of expeditions.
My teachers listen to what I have O O O
to say.
In my classes, the other students listen O O O
to what I have to say.
In my classes, discovering things on O O O
our own is a big part of the way we
learn.
I work hard in this school. O O
I find the work in this school
interesting.
Teachers encourage students to @) @) o)
redo work until it is as good as it
can be.
In this school I have opportunities O O O
to pursue my own interests or idcas.
We work in groups of 3 or more
students at least once a week O
When we work in groups, some
students try to take over.
I feel bad if I let my group down. - 0O O O
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Rarely
O
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27.

28.

29,

30.

31.

32.

IV.

33.

34,

35.

36.

37.

38.

Most of
Always the time Sometimes Rarely Never
My group lets me know if I do not @) ©) ©) O O
get my work done or try my best.
My group works well together. ©) ©) @) O
Working in a group slows me down. @) ©) ' @)
I learn from the other students @) ©) @)

when we work in groups.

I am comfortable participating in ©) O ©) O O
my group.
I fit in well in this school. O O O O O

For each question, check the response that best indicates how much you agree with each
statement. (mark one for each)

Strongly Iam in Strongly
Agree Agree Between Disagree  Disagree
My classes help me to find out ©) O O O O
what my interests are.
How much I learn in this school @) O O O O
depends a lot upon my own efforts.
My teachers encourage students @) @) O @) O
to look at things from different
points of view.
My teachers encourage students @) ©) O O O
of different abilities to work together.
My teachers encourage respect for O O O O O

women/girls and men/boys of different
cultural/ethnic/racial backgrounds.

This year, when I did not understand something in class: (mark one for each)

Often Sometimes Never
a. I tried to figure it out on my own. O O O
b. I asked the other students in my class. O O O
c. I asked my teachers to explain it. @) ©) O
d. Other (write in): O O O
4 .
1oy
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39.

40.

Portfolio Assessment
Are portfolio assessments of student work used in your classes?

Yes . .. .... o (If yes, go to Q. 40)
No ....... o (If no, skip to Q. 41)

Could you describe how portfolios are used in your class?

Always Sometimes Never
Do you discuss the work you put in your portfolios
with your teachers in conferences? 0 O O
Do you discuss standards for doing good work
in your classes? O O O
Do you spend time revising your work until it is as
as good as you can make it? O O O
Do you write or talk about what you did well and
areas you need to work on? O O O
Do you have opportunities to comment on the work
of other students? _ O O O
Do you explain the contents of your portfolio to your
parents in teacher/parent conferences? O O O
Do you think that using portfolios helps you to
learn better? O O O

If you answered always or sometimes to Q. 40g, please give an example of ways in which using

portfolios helps you to learn.

1ou




VI. Please indicate how much expeditions have helped you with the following:

41. I find that participating in expeditions has helped me:

Not at Does not
A lot Some A little All apply to me

a. find out ways of getting O O O . O O
information that I need

b. learn how to solve problems O O O O O

¢. learn how to make plans O O O O O

d. learn how to organize my time O O O O O

e. learn how to work with different O O O O O
types of people

f. use information I learned in O O O O O
my class

g. learn how to get to a place | O O O O O
have never been before

h. feel comfortable talking to adults O O O O O

i. know my community better O O O O O

j. prepare for city/state tests O O O O O
in reading

k. prepare for city/state tests O O O O O
in math

1. prepare for city/state tests O O O O O
in other subjects

m. understand how school relates O O O O O
to the "real world"

n. feel comfortable meeting people O O O O O
I do not know

0. learn about something 1 did not O O O O O
know about before

6
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41, In what other ways has participating in expeditions helped you?

42, Is there anything you would like to tell us about your experience at your Expeditionary
Learning Outward Bound School?

THANK YOU!
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National Alliance for Restructuring Education

Strategic Planning for Continuous Improvement

SCHOOL:

Feedback Form for School and Site Plans

SITE:

. School/Site Background and Situation Analysls

STRONG CASE

— Shows Insightful, integrated and data-
based grasp of key issues in student
characteristics/performance, school culture
and school/community compatibility.

— Reflection points to deep, systemic,
Alilance-flavored perspective on real
problems and their link to the common Alliance
saenda.

Self-evaluation of progress in meeting
Alliance indicators of core commitment shows
Important progress and honest/powerful
perspective on how core commitments can aid
significant systemic reform in local setting,
especially in relation to local key issues
discussed in background analysis.

COMMENTS AND SUGGESTIONS:

GOOD CASE

. Presents information about student
characteristics/performance, school culture
and school/community compatibility; some
good insights and some holes/problems in the
analysis of these trends

— Reflection shows direction but not deep,
systemic Alliance-flavored perspective on real
problems and their link {o the common Alliance

agenda,

Self-evaluation of progress In meeting
Alliance indicators of core commitment shows
important activity yet a moderate sense of how
commitments can aid significant, systemic
reform in local setting especially in relation to
local key issues discussed in b:ickground
analysis.

LIMITED CASE

— Presents information (often fragmented)
about student characteristics/performance,
school culture and school/community
compatibility

—_ Reflection shows limited analyses/grasp of
what these trends mean for Alliance-flavored
perspective on real problems or implications
for future reform agenda.

— Seif-evaluation of progress In meeting
Alliance indlcators of core commitment shows
moderate/little activity and little sense of how
core commitments are aiding local reform;
connection of reform agenda to local key iIssues
in background analysis Is often vague or
misdirected.




Page 2

Strateglc Plan Feedback (Rubric)

SCHOOL:_

i. School/Site Core Bellets, Mission and Vision

STRONG CASE

. Presents a Mission Statement that iIs the
essence of what the school/site wants for all
students and the fundamental reforms that will
help in get there.

__ The Vision is based on powerful Core
Beliefs (Alliance-oriented) and reflect a deep
understanding of each design task and how they

fit together to enhance student performance and

systemic reform.

__ The Vision provides an extsnded, rich,
background analysls-informed and integrated
view of what students will experience and the
educational system be like--organized around
the 5 design task.

COMMENTS AND SUGGESTIONS:

GOOD CASE

__ Presents a Mission statement that is good
but not fully comprehensive, bold nor
Alliance-centered around high performance
standards for all students and the fundamentat
reform that wiil help the site/school get there.

. The Cora Beliefs of the Alllance may be
stated but not fully integrated into the local
vision.

— The Vision has a general connection to the
background analysls; the Vision Is organized
around the 5 design tasks and shows moderate
understanding of what the design tasks would
look like when fully implemented; the Vision
also has significant holes, poorly developed
areas or limited integration across design; the
Vision has promise for helping students reach
high performance and achieving systemic
reform, but considerable work needs to be done
in d&veloping this vision.

LIMITED CASE

__ Presents no Mission Statement or one that
does not reflect what the school/site wants for
ali students and how to get there.

__ The Core Beliefs are not stated or are
treated superficially.

. The Vision is not linked to the

site/school’s background analysis and is not
very strong--too vague/ldealistic, quite at
odds with the Alliance’s sense of reform
priorities, or Is fragmented/incremental;
there is little understanding of what the design
tasks would look like when implemented In the
site/school and how they fit together to enhance
student performance and systemic reform.




Page 3
Strategic Plan Feedback (Rubric)

* SCHOOL:__ SITE:

11. Desired Results

STRONG CASE GOOD CASE LIMITED CASE
—_ Has clear/focused results indicators for __ Shows good evidence that the 7 Common — Has little sense of relevant/powerful vital
student performance that fit with the Alllance  Student Performance Indicators have been signs--yet may reproduce the list of 7
view of reform; offers creative/extensive internalized and will be used at the site/school Common Vital Signs, but shows little sense of
ways to use the 14 common vital signs that are but the use seems mechanical. other important student performance outcomes

relevant to local setting. or indicators of systemic reform success; does

not connect the indicators to local context.

— Has generated thoughtful/exciting — Other indicators are OK but not creative — May not include other Indicators or may

additional indicators of student performance nor powerful in focusing on high student have confused change process/task completion

and systemic reform. performance or systemic reform. indicators with outcome indicators (the desired
results).

—_ Shows strong evidence of - 3hows some evidence of capacity/interest __ Shows little/no evidence of

capability/interest in using all results in using all indicators to drive/refine reform  capaclty/interest in using all Indicators to

indicators to drive/refine reform efforts. efforts. drive/refine the standards-driven

students/systemic reform.

COMMENTS AND SUGGESTIONS:
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Strategic Plan Feedback (Rubric)
SCHOOL: e SITE:
v. Design and Implementation
STRONG CASE GOOD CASE

__ Has organized the design and implemen-
tation around key components that are the
heart of the vision/vital signs.

__ Has identified some promising
design/implementation components but these

are not fully integrated into the vision/vital
signs.

__ Shows a powerful understanding of how to
tackle ambitious, large scale change through
analysis of present context, and the integration
of strategies, governance, leadership and
resources to achieve full implementation of the
changs.

___ Shows mixed understanding of how to tackle
ambitious, large scale change in connecting
context, the integration of strategies,
governance, leadership and resources; the
design/implementation plan has some serious
flaws yet considerable promise.

__ Puts capacity-building and systemic
thinking/transformation at the heart of the
design/implementation process.

__ The focus on capacity building and systemic
thinking/transformation is a good beginning,
but needs some improvement.

___ The culture of the site/school clearly
supports extensive meaningful reform -- the
plan has Integrated strategles to build school
culture.

__ The site/school culture only partially
supports comprehensive reform -- limited
attention to building a stron+: school culture .

COMMENTS AND SUGGESTIONS:

LIMITED CASE

___ Shows little connectlon of the vislon to the

design/implementation and little sense of what
the design is supposed to accomplish--rasults
are not stated or are unclear/disconnected from
the site/school vision or the Alllance Core
Beliefs.

__ The large deslgn/implementation shows
little sense of what it takes to tackle ambitious
large scale change In connecting context,
integration of strategies, governance,
leadership and resources to achleve full
implementation of the change.

__ Little sense of capacity-building and
systemic thinking/transformation as the heart
of the design/implementation process.

___ The site/school culture is ignored or
presents a significant limitation for the
reform.

Aruitoxt provided by Eic:
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Strategic Plan Feedback (Rubric)
SCHooOL:________ o e SITE:
V. Implementation Timellne
STRONG CASE GOOD CASE

— Presents a timeline that is organized
around components that are strongly linked to
desired results.

— Reflects deep Insights about how to tackle
large scale change; integrates strategies in
feasible yet powerful way to reach quality
results.

Provides excellent detalil

(v—vhat/when/who) about specific strategies
and activities.

__ Powerfully integrates national reform
agenda/tasks/core commitments with
Integrated local transformation.

— Shows how effort is continuously informed
by results, and works towards continuous
improvement.

COMMENTS AND SUGGESTIONS:

— Presents a timeline that is organized
around componenis that are somewhat linked to
desired results.

— Shows some insight about the process of
comprehensive reform--but misses key
strategies or connections.

Provides detail (what/when/who) about
specific strategies and activities but these lack
robustness, feasibility, focus or integration.

—_ Shows some integration of national and
local reform agenda, tasks, and core
commitments.

__ Shows some monitoring of change
process/results, but not a powerful, flexible,
continuous process that will produce major
results in a complex world.

LIMITED CASE

— Presents no timeline or one that may not be

organized around components and desired
results.

- __ Shows limited insight about the process of

comprehensive reform,

__ Provides no detail or the detall is mis-
directed and fragmented.

—_ Shows little connection of nationa! and local
reform agendas--particlpation in national
reform events are treated as isolated activities
from the local reform agenda.

__ Shows linear view of change that Is not

especially flexible nor informed by results or
efforts.
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Strateglc Plan Feedback (Rubric)

SCHOOL:

VI Collaborative Agreements
STRONG CASE

—_ Shows collaborative agreements that
engage significant key partners and
stakeholders in systemic reform.

__ Shows considerable insight about the
purpose, guiding principles and arrangements
for this collaboration, and what it will take to
make the collaboration successful and long-
lasting.

GOOD CASE

— Shows collaborative agreements that

LIMITED CASE

— Has no collaborative agreements or ones

Involve key players (but perhaps not all needed that show little sign of engaging key partners

key players).

. The Agreements are connacted to the
background analysis; the .Agreements focus on
meaningful pieces of reform (but perhaps not
in a fully integrated way) and on arrangements

and stakeholders in systemic reform.

__ The Collaborative Agreements show liitle
sense of connection to the background analysis
and little purpose or arrangements for

systemic reform focused on powerful student

for reform--but need greater emphasis on

performance for all students.
powerful student performance for all students.

ADDITIONAL COMMENTS:

V|




Aruitoxt provided by Eic:

K. 1

K. REFORM INTERVIEW SCHEDULE

1. How would you describe the level at which the design elements are in
place and observable at your school? If they are not yet well
implemented, are they sufficiently well described? Are the resources--
personnel, material, financial, scheduling--available for

implementation?

2. How would you describe the level at which students and others at
your school have benefited so far from the design elements? What types

of benefits are you seeing and how are you gauging them?

3. What is your judgment about the possible success with which the
design elements could be implemented next year at other, diverse school

sites? What remains to be done before other sites should attempt to

adopt the design?

4. Please describe the nature and quality of any summer activities in

which you participated?

5. 1In general, how would you now characterize your attitude toward the

NASDC program in your school?

6. If the NASDC program were to discontinue in your school, what is the

one thing for which it would be best remembered?

7. What is the one thing your school and the design team are not doing
fully that it should do to help all students reach world-class knowledge

and skill levels?
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L. CONTEXT DATA WORKSHEET

Student Population

1994/95 1995/96 1996/97 | 1997/98
ENROLLMENT E
GENDER Male
Female
RACIAL/ETHNIC STATUS American
Indian/Alaskan
Native
Asian/pPacific
Islander
African American
White (not of
Hispanic origin)
Hispanic
Other
LIMITED ENGLISH PROFICIENT RS R
FREE/REDUCED PRICE MEALS AL "5
CHAPTER 1 7 v 4
SPECIAL EDUCATION S
GIFTED/TALENTED
MOBILITY 3¢ L Y
STANDARDIZED TEST DATA (describe Grade _
battery, form, score scale)
Grade __
Grade
CONTEXT DATA--~SCHOOL CHARACTERISTICS
1994/95 1995/96 1996/97 1997/98

STAFFING LEVELS

Instructional staff

INSTRUCTIONAL TIME

Administrative sStaff

BUDGET INFORMATION

Federal Moneys

District Funds

Grant and Contract
Funds

PTA and Other
Fundraising Moneys

Other Funds

1?"? CS
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Aruitoxt provided by Eic:

Example Definitions for Context Data:

1. Enrollment--Number of students enrolled on 9/30.

2. Student population characteristics--Number and percent of students (on
9/30 or average daily during the official school year) disaggregated by
gender, race, language proficiency, free/reduced price meals, Chapter 1, special

education, and talented/gifted; where applicable, the following definitions may be

used for disaggregation:

Gender--male/female

Race--American Indian/Alaskan Native, Asian/Pacific Islander, African

American, White (not of Hispanic origin), Hispanic, other (census
categories)

Limited English proficient--have primary or home language other than
standard English and have limited or no age-appropriate ability to
understand, speak, read or write English

Free/reduced price meals--meet family size and income guidelines (US
Department of Agriculture) for free/reduced price meals

Chapter 1l~-receive services funded in whole or part by Chapter 1, ESEA

Special education--students with learning or physical disabilities who
have current Individualized Education Programs and are served by the system

Gifted and talented--are identified as academically gifted and/or talented
and receive services/programs funded by the system

3. Mobility--number and percent (of enrollment) of students (1) entering the

schocl after 9/30, and (2) transferring or dropping out after 9/30 and
before 6/1.

4. Norm- or criterion-referenced test data (if available from an ongoing
program)--summaries of standardized test data reported as percentiles,
stanines, normal curve equivalents, grade equivalents, or standard- or
scale-based scores (include descriptions of scale or rubric definitions)

5. staffing levels--number and percent (of enrollment) of instructional
staff (staff who perform professional activities related to teaching
students) and professional support staff (staff who provide auxiliary
services for students or the program, including librarians, counselors,

principals, administrative assistants, etc.).
6.
and days of instruction per year.

7. Budget information--funds from the district (per pupil expenditures and
other district-provided moneys), Chapter 1, Chapter 2, Goals 2000, grant,
and other funds, PTA and other fund-raising moneys.

Instructional time--average total time per day spent on instructinal activities
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